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FOREWORD
The repori is presented in three volumes. Volume I introduces the

study; explains its purposes and methods; presents a cross-case analysis

t of ethnographies on five racial/ethnic groups; reports on a questionnaire
survey which builds on the ethnographies; and offers overall conclusions
and implications for improved practice and future research. Volume II
consists of the complete ethnographies of the five groups studied.
Volume III, "A Practitioners' Guide For Achieving Equity In Multicultural
Schools" summarizes the study findings, and presents a step-by-step p.ocess-
for multicultural school improvement. i '

= Because this effort builds on prior work, it is not possibleto
adequately acknowledge here the many.individuals who contributed indirectly
to the study. Nevertheless, we wish to recognize those who participated
directly, and identify their special contribution beyond the shared team
effort. John D. Herzog (Co-Principal Investigator) directed the ethnographic
study, supervised field staff, edited the fieldworkers' case writeups,

* and is the author of the introduction to the ethnographies and the cross-
case analysis. Herbert J. Walberg (Co-Principal Investigator) conducted
the survey data analyses with myself (Principal Investigator and Study
Director) and Mary Hyde (Programmer), and he co-authored the survey report
with me. I also wrote the Introduction and Conclusion to Volume I, and
the Practitioners' Guide (Volume III). Sarah L. Lightfoot (Co-Principal
Investigator) participated in-critical conceptual, methodological, and .
mterpretws’phases of ithe study. Marjorie H. O'Reilly (Survey Coord:mator)
managed the survey questionnaire administration and data feedback to
‘the partitipating schools. Marjorie K. Madoff administered the pilot
testing of the survey questionnaire, and participated in its development.

-“The fieldstaff for the ethnographic component, and the subjects of their
case writeups are: Karen and Lester Holtzblatt, Jewish-American; Margaret
McDonough and Pierce Butler, Irish-American; Seda Yaghoubian and Ara __
Ghazarians, Armenian-American; Nancy Marshall and Mark Handler, Portuguese-
American; and V. Michael McKenzie, West- Indian-American. And, last but
-not least, Joni Herson who. typed the report and helped to coordznate
the entire effort. . -

Special recognition and thanks are also extended to the many school
personnel, students, and parents who participated in the study, and to
~ Michael Cohen (NIE Project Officer) for his kind assistance and encouragement.
Although this was a group effort with individual specialities, I take
full responsibility for any errors or misinterpretations of the complete
study, beyond the sections of the report which I personally authored
and edited.

William J. Genova
Principal Investigator and
study Directcr
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Abstract
N This two-year study which began in August, 1979, was undertaken
to explore how school and home “climates" might possibly interact to
. affect the learning and behavior of students of diversé racial/ethnic, -
_national origin, gender, and socioeconomic backgrounds. School climate
and home climate refer here to such psychological/social factors as the
extent of involvement, expressiveness, goal direction, challenge, and
order, which characterize such environments. Prior research has documented
separate school climate and home climate effects on student learning
‘and behavior. In this study the investigators set out to explore possible
interaction effects--congruities and incongruities between such school
climate and home climate factors, which may stimulate or frustrate learning
and acceptable/productive behaviors in the school setting. The study
included ethnographies of five racial/ethnic groups of seventh graders
(N = 63) in five different communities, and a questionnaire survey of
1,290 seventh and eighth grade students in six raczally/ethmcally mixed
mlddle schools in five different communities. -

'
]

The major findings of the study are:

1.. Inequity in school outcomes is confirmed--there are significant
differences among racial/ethnic (and class and gender) groups A
in the sample in days absent, (standardized) reading achievement,
grade point averages, and teacher academic and soc1a1 ratings
(but not in suspensions). :

-

2. Some schools are more equitable than other schools--many of
the school outcome levels for particular racial/ethnic (and class
and gender) groups vary significantly, as do their ratings of
their school climates, according to which school they attend.

3. Schools vary more than homes--adolescents who 1dent1fy with »
particular racial/ethnic groups describe their home climates i S

‘ |

|

with striking similarity, yet markedly differently from other
racial/ethnic groups. 1In.contrast,, students from the same racial/
ethnic groups who attend different schools in dlfférent communities
characterize thelr schopl climates quite dlfferently. By socio-
economic class and gender groups, students'’ ratings of their

school clim: vary much more than their ratings of their home
climates. : '

. 4. Schools and homes both affect school outcome--~the statistical
v ) . significance and magnitude of the correlations are highest for
independent home-climate and school-climate effects on school
outcomes for all students, irrespective of rac1a1/ethn1c, socio-
economic class, or gender groups.

5. Home-school discrepancies affect schodl outcomes--for particular
racial/ethnic groups who rate their school, climates higher than
their homé climates on -specific variables, such "discrepaficies"
are correlated with positive school outcomes (e.g., lower absence
and higher achievément) in 73% of such cases. For the remaining
27% of the discrepancies, negative school outcomes~emerge
(e\g., higher absence,. low achievement) when the school is .
rated higher than the home. Though significant, theSe correlates !
are modest and varied, showing few meaningful patterns for any

"parti_ular sub~-group across schools.
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! I. INTRODUCTION

~ -

a. mIPu:poée and Background

. Multicultural Schooling
o Thiscstudy,is concerned with multicu;tural schoolihg-—with teaching,v

learning, and social deyelopment in schools which serve students f:om
varying racial/ethnic aﬁd national origin backgrounds. Historically, ghe
democratic ideal of equal eéucational opportunity or equal educationél attain- .
-ment for all groups regardless of their racial/ethnic and n;tional‘origin
background has rémained more aspiration than fact. Despite apparené gainé
‘in eéuity in Amefica éspecially in the past two decades, dif%erential eéu-
cational attainment remains between many minority and majoéity groups.
Such differential. school success 1s‘se1f-perpétua;3ng, especially as it
often leads fo its companion in inequity--poverty.

Many reasons have been put forth to explain this pervasive and
c?qtinuing inequity. Some have argued tha£ inequié& is étructured into
the very fabricfof industrialized cbmpetitive'societies, and thét schools
serye merely to sort, label, and credential students for the marketplace
according to existing differences, i.e., to perpetuate inequity (Jencks,
et al., 1972). Others view minority/poor students as inherently deficient
or inferior, thus making é.pessimistic or fatalistic appraiééi of their
chances of success even'with school reform (Miller, 1978). ’

This study is rooted inja cultural differences perspective--a
view that differential school success is best explained by differences in
language, customs, values, népms, and attitudes which are characteristically
aésociated with certain racial/ethnic, national origin, SOéioeconomic and

.gender groupings. For examéle) Lesser et al. (1964), and Stodolsky and

1




Lesser (1967) found distinct patterns"of mental abilities associated with

ethnic group membership, independent of social class. . In his replication

of Lesser's studies, Mar]oribanks (1974) confirmed these findings, and added

that different ethnic groups foster the development of different patterns

cf home environmehtal factors ielated to different ethnic patterns of mental
abilities. ' .

Several investigatcts have reviewed research that suggests a relation=-

shié between a student's cultural background, and differences in learning
- and thinking styles (Ramirez, 1974; Lesser, 1976; Dixon, 1977; Weinberg,

'1977). 1In a report.of the U.S. Commission on Civil Rights (1976), the signi-
ficantly higher school dropout rate of Puerto Rican students is partly attributed
to the Ame:ican schools' unresponsiveness to their cultural backqiound.

Espinoza (1971) and Laosa (1975)‘give examples of specific conflicts between(
Mexican-American students and Anglo teachers, in classroom situations related

to school failure. Hepner (1971) shows how value conflicts between Mexican-
American boys, and the American school, contribute to a pattern of underachievement.

‘Matluck (1978) explains how linguistic and cultural differences between
students aud teachers interact to produce communication problems, which
in turn affect student achievement and socialization. , a .

There is a rather.large body of literature on discrepancies between
the needs and characteristics of various racial and ethnic minority groups,
such as language differences, and teaching and learning in schools‘that

?

—s v
emphasize the dominant culture. 1In his review of the literature on the

performance of Spanish-speaking students, Brussell (1968), concludes that
paper-and-pencil test scores, are directly related to the extent to which

the student is socialized to the English-speaking classroom. Filmore (1978)

calls attention to the difficulties presented to students where there is _ |

-
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a mismatch between languages and cultures and between student and teacher.
; ' Goetz (1978) attributes different male/female ability and school
,achievement problems (e.g., as in mathematics and sciegce) to differences

in sex-role cultures‘ in educational settings. Stoll (1974) describes how

school achievement is affected by different value oriertations toward certain
subjécts or school achievement in generai held by males and females in our

. : ’ ’
society. : “~

It is important to note, however, that despite such differences!(’*~\h\
”

many people from varying backgrounds share at least a common faith in scb-~1-

ing as a route to "success," however defined. According to‘Boocockv(l' 2):

The empirical evidence has indicated that there.is relatively
little difference among families in their valuation of achieve-
ment. Most children and their parents value success and recognize
formal education as an important ingredient. What differs, is
the degree to which a general yearning is translated into a work-
able set of life goals and strategies for reaching them. Parents
of school achievers not only expect more and communicate this

- . 'to their children, but they also teach them the behavior needed
tqQ, fulfill their expectations. In sum, what children who fail
to 'make it' in school lack .is role-playing skdill, not the desire
to succeed and because they do not know how to play the role of
student, they are less likely to do the things that will lead
to success (p. 76). -

This view is supported by Lewis %%970), who describe§ an especially
debiliéating incongruity between the typicallylhigh aspirations of ec§nomica11y
poor parents for their children and their frequent inabiiity to provide
models of aéhievement-producing behaQior for tﬁéir childreﬁ.
Such contrasts between aspirations and the family's abilit}es to
assist offspring in achi§ving them have been especially well-documentediin
" studies of the school behavior of Native American children by Dumont and
. - Wax (1969), Wax (1967), King (1967), and Wolcott (1967), for éxamp;e. ~Ogbu
(1978) suggest§ that a“similaf dynamic-;ZEQFQ'in the 8cﬁooling careers of
children from varying other ethnic groups. . However, where parallel aspirations

~
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and instrumental capabilitﬂee arefbetter masked, a higher level of school
performance by children is‘attalned. Thie is documented in case studies
of the Amieh (Horteller’and Huntington, 1971), rural France (WYlie, 1957),
and suburban Toronto (Seeley, et al., 1956), among others. |

. The Role of School and Home "Climates®

SChools tend to reflect the values, norms, and att1tudes of the maxn- k

_ stream culture. In American schoole, the malnstream culture has largely reflected

Iy & .
the white, middle-class, Protestant work ethic--emphasizing, for example, self-
control, subordinatior to authority, work achievement, punctuality, and order.

Students from different racial and ethnic groups come from homes that may or

may not stress these norms. Thus, culture and language differences between

predominantly Anglo school staff, and Italian, Chicano, Puerto Rican, Portuguese, f

Asian, Indiané‘black'and other racial/ethnic groups, -€an establish certain-dis-.f
crepancies between the home and the school with largely unexplored consequencee:'
This two-year'study whxch began in Aug‘Ft, 1979, was undertaken |
to explore how school and home "clxmates" might possibly interact to affect
the.learning and behavior of stugents,of diverse racial/ethnic, natlonal
origin, gender,‘and socioecono‘ii_backgrounds; By school climate and home
climate we refer to such ﬁsychological/social factors as the extent of involue-
.ment, expressiveness, goal d1rect1on, challenge, and order, which characterize
such environments: Prior research has documented separate schoel climate
and home climate effects on student learning and behavior (Trlcket and Moss,
1968; Walberg and Marjoribanks, 1974; Brookover and Schneider,'1975; Genova
and Walberd§, 1977; Brookover, et al., 1978; Miller, 1978, Moos and Moos,
1978). 1In this study we set out to explore possible interaction effects--
congruities and incongruities between such school climate and home climate

‘factors, which may stimulate or frustrate learning and acceptable/productive

3
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behaviors in the school setting.
School and home climates show wide variation in such'daetois, ’
for example in the extent to which school and family members:

. are involved (engaged, participate, included) in scho6l - ’ -
or home activities:

. express (give,' shew, demonstrate) thezr ideas, opinions,
and. feelings; - .

. are given direction (guided) by certain goals (purposes,
intentions, asplratlons).

. are challenged (aroused, provoked, motivated) to high v
effort and high accompllshment- and \

. conduct their affairs in an orderly‘(organized,‘structured, N
v'disciplined) manner. . B

For students whose school and home climates both show similar patterns regarding\\w 
the same factors (e.g., high school and home involvenfent, ready expression A

fr e

~ - 0

in school and home, etc.), their school and home climates are described

~ here as congruent (coinciding, in agreement, alike). For students whose

school and home climates are different (e.g., high school involvement and
expressiveness-élow home involvement and expressivenese, etc.), their sch0917

. . ; o '\
and homé climates are described as incongruent (at variance, conflictiag,

different).

-

Little is known concerning which,congruities‘and incongruities
between school and home environments might promote, and which\might be counter-
pgoductive, to studen{ iearning and behavior. Lightfoot (1978) calls attention
tofe\bias in"educat%onal'literature ?hrough which general school-home incon-
gruities are depicted mosfly in neastive‘terms. éhé argues that ie general,

some congruities between home and school are destructive, while other differences

are constructive.

Dissonance between family and school, therefore, is not only in-
evitable in a changing society; it also helps to make children - N
more malleable and responsible to a changing world. By the same
token, one could say that absolute homogeneity between family

and school would reflect a static, authoritarian‘SOCier and dis-

courage creative, adaptive development in children (p. 39).

5 g




It is critical) therefore, that we distinguish betweer creative .’
. confli¢t and negative dissonance between family and school. The
: former is inevitable in changing society and adaptive to the develop-

~ ment and socializat n of children. The latter is dysfunctional

. to child growth and acqulturation and degrading to families, communi-
ties, and culture. -Edutational practitianers, who are daily engaged
in trying to shape and cl¢rify their relationship with parents’
and community, must especixlly learn to discern the positive and
negative faces of conflict. Tgachers and administrators must

o recognize that differences and discontinuities between home  and
school are no: necessarily signs of hostility and threat, but

- rather are potentially constructive for /the teaching and learning

. process. Both teachers and parents, therefore, should be socialized
to anticipate and tolerate a level of creative tension, differences,
perspectives, and opposing value systems (pp. 40-41}).

. What Is A Multicultural School Climate?

Operating from agsumptions of culture deprivation, some schools
simply place the burden on students of different cultural and language groups
to conform (adapt, assimilate) to the mainstream culture, as reflected in
predominantly "Anglo" school climates. Other schools have emphasized cultural
" and language differences. Programs stressing black language and black studies, .
for examplé, aim at.highlighting and reinforcing those differences. Recent
emphasis has been placed on multicultural approaches,'where schoo.ls emphasize -

the positive elements of backgrouni as well as mainstream culture.

. ‘ Multicultural and bilingual programs have proliferated in schools
in the last decade. such programs have shown wide variation, and have been

" associated with continued controversy. Miller (1978) concludes:

i °

The problems with the full-scale bilingual-bicultural school are 4o
obvious. It is possible that in a given district a respectable

number of English-speaking parents would approve even enthusi-

astically of their children lea&ning Spanish, but how many would be :
interested in having them acquire a working knowledge of Tagalog (p. 167)

However, what is a school to do that has several, or a dozen, different \
/ racial,”ethniC. and linguistic groups? Overemphasis of cultural differences

tends to,reinforce,isolation and inequity within the mainstream society.

Simply ignoring or denigrating cultural differences fosterslan ingensitivity -

that denies cultural identity and continuity. To construct a more defini-
X 4 ;

tive conception of multicultural éﬁucation, however, we need to know

. .

] ‘ ’ 6
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more precisely the possible consequences of congruities and incongruities

between home and school environments, on gtudents of varying race/ethnicity,
. : a )

°

a
3
v

national origin, classJ and gender groups.

u
o

Impetus to this study came largely from previous work on scnool
climate by the principal investigator and his colleagues, especially in

their wérk with multi-racial/ethnic schools. One example concerns their

study of a state-sponsored, experimental, integrated city school (Genova

" and Thomas, 1976). White middle class students were bused to the racially

o
v

mixed school from surrounding saburbs. The

cultures in an "ooen" education environment. While'demonstrating moderately

el

high affective and interpersonal learning, approximately two-thirds ot ihe

predominantly lower class, black students regressed in cognitive learning

(as compared to peers in the surrounding city public school). For these

students, the required skills, strategies, and discipline for academic. attain-

ment were not fostered in that school environment. The white middle class

@ v

i _ _students fared better in academic achievement, apparently because of greater

congruity petWeen “"open" education and the independence ‘and self-discipline

} ' fostered in nany white, middle ¢lass homes. This notion is supported by

~

investigators such as Rist (1973); who have described the often inadvertantly

l - destructive‘effects of trying to impose an "open," middle class environment

on lower class students.

A

homie environment may establﬁsh conflicts such as passivity versus initiative,

" o

’ w1thdrawa1 versus work and achievement, and subordination to authority versus

o
R)

sensitive coping and influence.

~

'In‘work currently in progress, Genova is studying the climate

of a large urban high school With wide variation in stndent racial and ethnic

-

L -, :

pb

gzhool stressed the study of minority

The contrast of this environment with a more "strict"
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composition (the\city has twenty-one different racial and ethnic groups) .
The student ratings of thirteen school climate factors1 shou wide variations
according to the students' home language ahd éender. For example, studehts
from'homes'whereJPortuguese is the predominant language rate most of ovr

thirteen cllmate factors hlgher ‘than the other home-llngu*stlc minorities

fin that school. Conversely, students from homes where French/Ha1t1an is

the predominant language rate most of‘our climate factors low. 1In

\

addition, these Portuguese students~repo§t significantly higher course marks
‘ \ ° '

. than the Frerch/Haitian students. Moreoger< the Portuguese student pcpulation

is the largest linguistic minority in the school; the French/Haitian population

is one of the smallest 11ngu1st1c minorities in the school. These- results

- N

lead us to speculate about whether the predomlnant1>\Angk§ teachers in this

school create merely a bi-cultural climate that is more congruent with the

-larger sized Portuguese group.

Other flndlngs tend to refute this rather szmple-mxnded logic,
however; Students from homes where Chinese is the predominant language
giue average to low ratings. to the school oh several climate factors. For ;
example,otheir rating of the degree ofA"Order" ;n'the school is the lowest_
of any group; They are also a~re1ative1y small minority in the school,
yet their reported achievement is high. Likewise, females rate several
schooi climate factors lower than males, yet females'report sionificantly

higher course-marks than male students in the school. The lower ratingsi -
’ .

1These factors are: Community, Accessibility and Receptivity, Involvement,
Equal Treatment, Groupings, Learning Orientation, Expressiveness, Goal

" Direction, Challenge, Dealing With Problems, Order, Options, Influence

Distribution (see Appendix A for a definition of these factors). They
were derived from stud1e§3of'env1ronmenta1 factors of various types or
organizations, in which the factors cluster around three common dimensions:
relationships: (affect), task (product1v1ty), and organlzatlon (structure)

8
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by female students for "Equal Treatment" and "Influence Distribﬁtion" suggest

fhat'some séx bias exists toward females. Yet, female studgnts in this

-
a

vschool report significantly hiéher course marks than male students! Futhérmorey

cLoser examination of the data shows different and complex patterns of specifig

élimate factor ratings, and climate-cpr:élates, by‘étudents of diffgrent !
raCialf ethnic, class, and-gender backgrounds. . | - - \

Resuiés such as these suggest that siﬁple,'direct_relationshipsf
between scﬁool climate. factors and education outcomés are not readily evident,
especially as they concern'sbecifig racial ana ethnic groﬁés; socioeconomnic
stréta, and males and fema%es. As documented earlier,'i;depeﬁdent school
climate and home :}i@afe effects have beeﬁ deménstraéed. 'Thus,'tge.next
logical step in our research appeared to.be~a study of what we expected

to be rather complex interactions between combinations of these

factors-ispeéific school climate factors;(speciff& home climate factois;
student\race, ethn;city, class, and gender--and school success. We fﬁrther
reasoned that an effective, multicultural school climate would invque prim-
arily productive congruities and incongruities between school and home climates,
irrespective of student race/ethnicity, class, and gender.

B. Study Design and Methodology

2

The séudy design and methodology are only brieflfidescribed here;
as more_extensive treatments are givgn in Sections II énd‘III which report
.on the ethnographic and survey components of the study Aesign, respéqtiéelf;
what'foliowé,is'a brief description of thesé components to egplain how'ﬁe
approac: ed ournsearch'forvan effective, multicultural school éliﬁqté, as

developed in the preceding section;

. Ethnographic Component

In the first phasé of the studg‘we assigned five malé/female .

9.




fieldworker teams to five (similar) racial/ethnic student groups--Armenian,
Irish, Jewish, Portuguese, and West-Indian. The fieldworkers recruited

-male and female, seventh grade students to interview and observe, from

-

. four schools in four different communities which agreed to cooperate. Jewish

.

students were recruited through a synagbgue, as the two school systems approached

v

.;ere unwilling to "single out" any particular group of students for study.
AThe fielduorkers were given two major tasks. First, they:Were

to partidipate in the‘develOpment of a home climate.questionnaire based

on their understanding how their student-subjects characterize their homes.“

K]

To focus their work we reviewed with them our already developed school climate

: questionnaire, which we hoped to parallel in the home climate questionnaire.

e

Their second task was to write up ethnographies for their'respective groups--

case descriptions and analysis of how seventh graders of particular rac1al/

ethnic and class backgrounds and genders, View the influence of their home
’climates, particularly, on their school success (see Section II, p. 12, for
a detailed report on this component)

K
. Survey Component

'Half way through the ethnographic study we developed a 147 item,
15 page questionnaire which' includes sections on student background informa-
“tion, school climate, and home climate factors (see Appendix A, p.106).
It was pilot tested and refined with 155 students, based on their (the students)
suggestions and through statistical analyses of the results. We then admini-
stered the questionnaire to all seventh and eighth grade students in six, -
racial/ethnically mixed'middle schools.in‘five different communities (N =
1,290 students).- An analysis and interpretation of the results of this
survey is given in Section IIXI, page 60. An overall interpretation of the

finci‘ings £from both the survey and ethnographic components are given in Section

IIV, page 94,
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. Approach and Sensitivity

Before tprning to the ethnog?aphic and survey;components of thg study,
‘ we would like to émﬁhasize several éspects-of our approach and sensitivities;
First, as interventionists our fdcus is on schéol impfbvement, not -
on home impfovement (which we.leave to others who are more comfortable with the
issues involved in home intervention). Our stuéy of home climate is simply
@ s

to better understand the range, variety, and commonality of this important

student background dimension, so that we may in turn better understand how )

“

Second, we believe that schools should réspond to individual needs,
and that studies of Qroup differences (e.g., race/ethnicity, class, and gender)
run the risks of stereotyping and value-laden comparisons. We have tried

to avoid these common pitfalls, and perhaps not always successfully.  We have

-

i
|
|
' : schools'might respohd more"productively'to such variation.
|
|
\

undeftakeﬁ this inherent risk because we also believe that a better (unprejudiced)
understanding of group differences can~he1p.us’to better understand, and to
. . ' . o R

develop strafeéiés for dealihg with, indiVidual differences.. Ou; view of
effectiv? multicultural schooling is‘where individual differences are recognized,f
valued, and treated with equity.

Third, the treatment of home/school discrepancies and schpdl outcomes
is hiéhly expﬁoratory and speculative--it is not prescriptive. The’é\}ijde_ncéo
uncovered regarding home/schoolﬂclihate discrepanciesftied to school outcomes
requires_replicatidn. In Volume III, "A Practitioners' Guide for Achievihg

Equity In Multicultural Schools,"” our prescription follows mbre_established'

research and practice. It emphasizes general school climate improvement'for

all students, but includes aAprocedure for identifying:ﬁossible.differential
7 ' T '
kinequitabléiféfﬁécﬁsqu any" student subgroups within the school.
= w “ )

S

With these caveats in mind, we now turn to the ethnographiC;component

of the study.




II. CROSS-CASE ANALYSIS

A. Introduction

The plan of this chapter is straightforward. First, we summarize

the ethnographies appearing in Volume Two of the report, organizing the

w.a

material under the three domains (Organization, Relationships, Persona%

. Developmentf'and thirteen variables of the Home qlimate Questionnaire (HCQ).
Thus, how the Jewish-American, Irish-American, etc., youths perceive their
.homesvin terms of tne,"Structure" variable of tne organization domain appears

| first in the‘summary section of this chabter. We proceedinext to “"Influence,"

i‘ " then to "Dealing With Proplems“hetc., througn the thirteen variables. 1In -
_the discussion of each‘variable, data from the study of Jewish-American ) .

_youths appear first, sincefthe fieldwork with this group.Was most extensive :

and the results of it are most thoroughly presented. The other groups are
discussed in standard.order throughout, according to the completeness of
fieldwork and writing about them: Irish-American, Armenian-American, Portuguese-
. Amerlcan, West Indlan-Ame;ican. COHClUSlonS about the Portuguese and West
Indian teenagers are the most tentatlve, among the five groups stud1ed
C Second, at the end of the d1scusslons of the variables W1th1n
'each domain, we make predictions of howvthe adolescents whom we studied,
and others sinilar.to them, wouid oe 1ike1y to answer tne HCQ if it were ' \N//f
administered to them in its present'{orm. These are predictions of.oentral
tendencies, and should not be ;nterpreted as implying an abnormally high
degree of uniformity.of perceptions among the youngsters of these or any

other ethnic groups. The,predictions are essentially capsulizations of

the summaries of perceptions by HCQ variables that comprise the bulk of

this chapter. Unfortunately, only an uneven minority of the teenagers in the

¢ t

ethnographic study completed the HCQ, because it did not exist in final form until .

12 ' -




.....

'graders in the Un1ted States, for example,'although we suspect that they

\{ are more fully explained elsewhere in this report.

the fieldworkers had mostly broken off contact with the'youths.

Third,‘at the end of the discussion of the variables within each
domain we also offer a series of fairly explicit sugéestions of how teachers
and school admihistrators might reconstrdct the climate of a schoolior class~-
room so as to stimulate groups. of children similar to those in this study

to greater educational productavzty. A limited d1screpancy model underglrds

these suggestions: we assume that ch;idren learn most when they are.asked

to make sense of modest cognitive and emotional disparities in their environments, .

3

‘as predicated in the original proposal. We therefore do not suggest strategies

for making home and school_ehvironments completely isomorphic, as most aralysts

of home-school relationships do, nor do we suggest revisions of the school

o
ty

—

climate that wodid,exaggerate differences between it and home climate for

1

' children of a particular ethnic background. Moderate\contrasts are our

goal.
| We reiterateihere our positionlﬁéat the summaries, predictions,
aﬁd‘suggestions of thisvchaptgr apply’ only to youths from each ethnic group

who were involved in this study, and to others similar to them. We do not

claim that our:findings are necessari;§ true for all Armehian-American;seventh

LI §

have some vers1m111tude for them. We:glso remlnd the reader that .the data

on the f1ve groups differ in terms of depth, breadth, and the thoroughness
W1tb whxch they have been analyzed and wrxtten up. Spec1f1ca11y, 1nformatlon
on Irish-American and West Indian-Amerlean glrls is very sparse in the ethno-
graphles; the sample of Portuguese-Amerzcan boys and glrls is unfortunately

small, and not all of the mater1a1 on the West Indian-American boys was

avallable when this cross-case analysis was be1ng written. These c1rcumstances

13
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Throughout the summaries, predictions,~and suggestions of this
chapter we avoid direct comparisons among the five ethnic.groupspstudied.
We feel that explicit contrasts of this sort might be interpreted as disparaging
of4one or more of_the groups. Further, consideratioo of how iofor tioo |
about the home climate of each group might be used to improvevthe :i;ool\\\\\
performance oé_youngsterspfrom‘that\group is‘likely to be more productive
tﬁan making comparisons. N

" It should a}soiﬁe.remembered that the;ethnographies are basically
; .- o

" the fieldworkers' codifications of how the separate sets of teenagers perEeive\

[

their famxlzes and homes, fleshed out by parents* percept1ons and occasional _

observations by the fieldworkers. The ethnographies should not be:read
as “objectibe" (i.e., etic) descriptions of how the ﬁamilies function from
a d1spasszonate outsider's perspect1ve. . -
In our vxew, the fxve ethnographic reports 1nc1uded in Volumé
Two of.this report demonstrate that the adolescents (and parents) studied
in each communzty perceive their home envxronments in simxlar ways, and
that modal perceptions of home climates dszer systematxcally from ethnzc
group to ethnic group. These 1nter-commun1ty contrasts are dramatic, both
‘generally and with respect to participants"depictions of their homes along

. . . ° .
‘the thirteen dimensions of the Home Climate Questionnaire. They provide

-~

indirect support for two of the original hypotheses of the study: that youths

from various ethnic groups will differ both in their perceptions of their

- homes and in their measured school performance. ~ . e

14




_B. Organization Domain

‘This Domain includes the adolescent's perceptions and feelings
about“how the family operates and functiens to maintain itself, with
respect to internal dynamics and also in relation to the outside |
world. Variables classified under 6rganization are Structure, In-
fluenee,Distribution, Dealing with.Problems[ and External Relations.
. 1. a Structure |

In developing questions for the HCQ and in analyzing fieid-
notes, StruCture was defined as the degree to which‘the child sees
parents as attempting to direct and infiuence the child's behavier;

fx\\ “the strength of the Chiid's perceptions that rules and standards
. exlst for the beha¢lor of famlly members; ‘and the child's estimate

o 'of the emphasxs ifrthe famlly on obedlence, control, and discipline,

T
“
e

o - vss responsibility. and autOnomy e —

The ethnography of the Jewish-American senenfh-graders ins,
, L, -
Westville demonstrates that these youngsters perceive a clear frame-

-

work of rules and shorter range "decisions" as prevailing in their

1

homes and ae affecting their behavior.‘ These ruiee appedr to the .

.n " children to be generally equitable andflntended to benefit them, but
also as negotlable with the parents and thus constantly. evolvxng, 1n‘
the d1rect10n of greater flexlblllty and responsibility for the teen-
agers.k a great deal of energy is 1nvested in thls negotlatlng, but -

v

obedience and control are npt major issues in the families, since

-

.discussion of rules and the outcomee thereof are evident to all.
These‘seventh-graders, especially the boys, report doing few
’ o
chores and routine work around the house; they regard such assignments

as unjustified. Their mothers accept maintenance of the household

15
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economy as their responsibility, in which allocation they are tacitly
joined by the fathers.> The teenagers appear to classif§ “"chores" as
remnants from the days of greater1debendence earlier in’their‘lires,
which they are trying to leave behind with the support of their parents.
These Jewisa adolescents live'busy, demanding schedules;
especially durlng the'school year, in which parents play important
facilltafing roles by provlding transportation, fiaancing,°rehinding,
and ehcouragement. Eaéh child particiﬁgtes in his/her own mix of
Hebrew School, lessons, sports, parties, hobbies, family vlsifs, etc.

>

‘The children look forward to school vacations but are rapidly frustrated'
by the "free time" that occurs therein. Parents and youths collaborate
“to $tructure such time, particularly in the summer, when many attend

. overnight camp. The children prefer camps in which the schedule of

actxvxtles is determined in advance by the staff, rather than dally , -
by the campers' choices. ' . :
Both boys and g;rls in this group are allowed to roam their
- suburban, piddle class neighborhood, on foot or bicycle, without
. restriction, as long as they stay within an area bounded by sev:ral
hajor:highways. To go beyond,.both'permlssion and transporfafiep
by parents are required and fairly easily arraaéed. The times tﬂat
> . the children may be out of the'house, on their ewn, are clearly de-: . -

‘\\\\\- marcated in each family's system of rules,‘particularly those for

',

being home-in the eveninq.

w

The Irish-American teenagers in Rumfleld, mostly boys in

this s le, also percelve a clear framework of rules and expectatlons

qggratlng in\their homes. These rules are understood but rarely dis-

"cussed, by them and fellow household members, they ex1st and change




slowly in app}ication to themselves, but not-as the result of nego-

tiation and deliberate evolution. These boys (and girls) accept the
legitimacy of their pérents' decisions. However, for a few obédiéncegf‘ﬁ
. . B ;;‘(- .

T

R R 3

and control by parents are becoming issues, dealt with mainly by
evasive tactics and rarely through discussion. -
. S ,
Chores and work around the house do not appear to be topics

of concern to these children;. most of the mothers singlehandedly main-

- a
~

tain #he homeg,‘with littlé‘help from anyone else. The Irish teenagers
have unstructured after-schoél and vacation schedgles, in.general,
although many boys play on organ{éed spofts teams. Otherwise, their
free time is low-key, non-goal-directed, and much-enjbyed by all of
tﬁem;.it is mostly expénded in the neighborhood and at home. Both |
‘mofhers and fathers attend and support avidly their sons' sports
activiﬁies, but few are sééh to encourage and facilitate their children's
involvement in other organized enterprizes.

The childrén are alléwed fo move through their Rumfield
hegghborhood without restriction, as long as they are at home by des-
_ ignated/hoursa They perceive other neighborhoods in both Rumfield and

Boston proper as dangerous and hostile, and report few instances of

being taken by parents to sites outside their familiar turf.

. Rules and regulations in the Armenian-American homés of
Rivertown are well-known to the children who live in them. Control
by and obedience ;o the parents is assumed, and little discussioﬁ of
the rules occurs. The children regard their parents' regulations as .
Well-intentio;ed but often excessively traditional”. (It should be
remembered that all qf the parents and mo§t of the~children are fore}gn-‘
borﬁ.) Although rules are seldom discussed in these hbuseholds,'iF

. ‘ 17 .
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appears that they are articulated (i.é.,tvgrbaliy repeated) more often

¢

&

than is the case in the Irish-American homes.
All members of the Armenian families, including the teenagers,

perorm chores regularly. These are assigned in part according to

gradibnal sex role definitions, and their legitimacy is not questioned

by the youngsters. The youngsters mainéain a busy out-?f-school schedule,

for the most part. They engage in athl;tics, lessons (e.g., ballet;,

and Armenian cultural activities analogous to the involvemehts of the

Jewish-hmerican children. In addition, various of thém have pért-

time jobs or assis£ in their parents' businesses, in assuming which

tasks they sense parental approval. ‘ﬁany of the non-economic activities

(e.g., sports, lessons) éeem mo;e%self-initiated and self-monitored.

They heedAnot depend on adults for transportation to and from such -

\

involvements.

2

el ’
The Armenian-American boys are free to explore their neighp-

borhood and perhaps-beyond, and do not seem to attribute great danger
to surrounding diétricts. Girls claim to Qpend more time at héme,
performing the soméWhat more numerous chorés they are assigned. Both
boys and girls‘adheie to clearly established deadlines for being hbme
after séhool and in the evening.

S

The Portuguese-American adolescents interviewed seem to share

the belief that their parents demand‘respect and obediencé from them,
above all else._AMost of them see their parents as traditional and -

strict, inviting little discusgion of the rules through which the

e

household ngrates. In these hgmes( girls'typically have more chores

than boys, whose contributions are expected to be financial, when they

are somewhat older. Many of these students especially the girls,

o i
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are required to be at_home’outside school hours, helping around the

house, doing schoolwork, or simply stayihg off the streets of H&llside;
organized activities such as lessons, hobbies, and even Po:rtuguese

9

cultural énd‘religious events are infrequent. Some of the boys are
allowed to spend time with friends,_outsidg'the house, during non-

_scﬁool hours. Many of these-youngsters' social worlds are bounded by

.
al

the strégt or block on which they live, supplemented by visits with
parenté to the homes of relatives eléewhere in Hillside and other

_towns; girls, especially, arevimbresseé'with the idea that the world

)

beyond the home is dangerous. |

1
!

The Wesé’Indian-Americad boys perceive their parents to have high'

.

standards and high expectations for them as compared to the parents of’
: "

"

péers of other backgrounds whoﬁ'they know. However, many (but not all) -

of the boys find it relatively easy to evade or ignore their parents’
. % :

i

regulations. They do,little work around the‘QQuse for their.parents,
and are invoLQed in few organized and recurfenthacgiviiies, such as
tgams and hobbies, outside the school. Mucﬂ’qf their free time is spept
informally at the neighborhood center and in ;inor, occasion;liy illici

- : .
escapades in their neighborhood of Central City. . .

Influence Distribution

Influence Distributién was defined for this study as the child's
perception of the power or "agendy" exerCised\by individual members of
the family, within rules established by parents and applied'to specific

2 jgsues as they arise; as the degree to which individual family members . |

seem to be‘i}e to affect family affairs. o ' e
The Jewish boys and girls sense themselves as involved in | \\\\

a joint effort with their parents to increase the youngster.' freedom i

te
.




' by demonstrations of the youngsters' reliability andaresponsibility
in actiVities of increasing complexity and significance. This'"agenda"
includes pressure by the teenagers on ‘the parents to allow them greater
privileges ‘and freedom, through argument and citation of examples of
.reliable behavior. 1In general: they perceive themselves as ahle to
influence their-parents in directions they deem desirable?IAt‘the
same time, they regard their parents as appropriate and final arbiters

of their requests; the children. do not always get what they want, but

they believe that their parents are wiser than they are about the ways of

the world.

B

One of the ways in which parents maintain their credibility

o

as rule-makeis is deliberate "ingolvement" of themselves in many of the
[}
. actiVities of their children. They do ‘this by occupying the same

settings as their children as often as possible; by planning and
carrying ‘out family excursions and other joint actiVities, and by

/

serving as instigators and responders in conversations ‘with the -

1 children on a wide range of topics. Some of the children also collab:
-‘%’ orate willingly with- their parents in special work proJects around

the house and yard, which contrasts with their resistance to chores

and tasks assigned to them for independent completion. To the extentv
' that parents seem in these ways, authentically and sensitively."involved"
in their children's lives, they are perceived by the children as both
accessible and amenable to being influenced]by them. :

These Jewish seventh-graders perceive their mothers and

fathers as essentially equal, albeit compleméntary, in terms of decisionj

_/} making in and for the family. Certainly fathers do not dominate mothers

20




in these homes, although day-to-day ‘domestic matters are the women's'’

v

to dischatgq,,with the men excused. The children appeal to mgpheg,

‘father,_or’both'in their attempts to change rules or gain opportunities

to demonstrate competence. Sometimes they follow rather complex

' strategies of persuasion, moving from one parent to the other.

Irish-American young%}ers in our s e make little effort
to ?iscuSs and change the family situation, including the prevailing
rules. They do not actively work towards ;ndep;ndehce; its achieve- »
meht Qiil occur ineV?tabiy, soﬁe t;me iﬁ the futurg. Some are restive,
atpemptingito.eQade'parentFl ;egulations when possible, and occasionally
showing signs of dgfianié. 7They éxbress-no notioniﬁhsg parents' de-
cisions are élterable in any major yé& by actions that they, the

. children, can take. As mentioned above, the rules governing the ~.

- -

' household are largely impliciq and thus not easily pinned down for
discus#ion. ‘ ‘ S : |

These students perceive their parents a;‘caring for them,
but in @ distant, uninvdlved ﬁay; Only a few of the parents try to ] . ’R»
scructure their own and the family's'séhedules so as to be able to "do
things" together ard £alk with their children in a relaxed and non-
instrﬁmeﬁtal atmosphere. Barenps' attendance at their sbna' athletic
events is the most common type of parental‘involvement in these Rumfield
families; |

There is also little evidence of joint decision-makifig in
these families. ‘In most, the mother is in charge of events within the
home, the father of febresehting the family to the outside world. The
ideas and ‘wishes of children are neither solicited or'fejected, in

~
either case; they are assumed to be irrelevent by all concerned, in-

L} . G ;
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e ' & - . . . : . '\ . ’
cluding the children. In many homes, the father's dominance in external

affairs appears tovbe more symbolic than actual; the children perceive | !

-t mother as the more- influential spouse. . E v '

The Armenian-kmericans perceive their fathers as the most-

powerful figures in their homes. As children, they,do not expect to

N\ influence family deciSion-making directly, although they;do not feel

N

inhibited about making theigfopinions known to:their parents. - Althouch B i

v - influence is concentrated én:khe hands of parents and (especiilly)

fathers in these families, tHe youngsters indicate that physical . e
punishment is Very'seldom used; o S ' o

. | ~ ‘ b s
) Armenian parents apparently make'few deliberate efforts to B PP

1]

) involve themselves in the acti%ities and settings choseg and occupied

o . N 7

by-their sons and“daughters. On the ether hand, almost all members of
. i Y ‘.‘ R ~

» each Armenian household participate regularly in the multitudinous

cultural and religious events of the Armenian-American community in

Rivertown This participation produces a Wide range of shared exper- )

Iiences for the members of each household ,

L3

Little information on Influence Distribution is available

in une*ethnagraphy—onWtHE"Partuguesé“Amertcaﬁs*“—nswaiscussed inder.

Structure, parents expect respect and obedience from their children,

»

but the actual mechanics of decision-making_are not -described. Direct -

and indirect parental involvement in the youths' social and recreational

affairs is limited, since in many homes both parents work, and the
cnildren‘s participation in such activities is itself slight."
The internal dynamics of the West Indian homes are infre-

o

quently discussed in the report on that group. The ethnographer indi-"‘

ﬂcates that "home life "is an espeCially private sphere for West Indians,

22




making discussion of it with the boys especially difficult. The boys
and their parents appear to inhabit mostly separate worlds. When they
are at home, the boys mowve in settings almost completely controlled

re o
by their parents; outside the home, they run their own affairs, with ) \§

little reference to parents' wishes and' seemingly out of the parents ' . R

realm of understanding.

Dealing with Problems .

This variable was defined for this study"as":ﬁthe child's
perception of the effectiveness with which the family carries out basic
:outines and resolves issues as they arise; his/her perception of ' |
:the outcomes of the family interaction process, as mediated by its . , .-
structure, decisionsmaking style, and quality of its relations»with_.
outsiders. | |

The Jewish youn sters appear to ‘have faith in the Vitality
=225 g PP

of the family systems in which they live. They trust, although they .

not always like,” their parents' Judgements of their maturity and

readiness for“new responsibilities., They feel listened and responded

_3"1'.' 5 to by their parep' harges that parents are "old-fashioned" are made

FEIRY

'T?“f““”iﬂfféqueﬁfl'. “MESt! Of th ‘youngsters~regard their homes as supportive

and harmonious env1ronments 1n which to grow up.!q5 This variable is

“not discussed extensively in the ethnography on)the Jewish seventh-

’,-' : / i "‘,. .
(4
graders, or in the other ethnographies. L

-

The Irish youngsters overall reticence makes it difficult to

¢ =

conclude much about their appraisals of'themr families. efficacy in

o

dealing with problems. They are not accustomed to sharing opinions

fon such matters with outsiders, according to the ethnographer. . .

The Armenian children express some impatience and frusta- ,

tion with their.parents':"traditiOnal“ modes of structuring the_home,
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solving problems, and:dealino with the‘outside world. The youngsters

feel that they know how more assimilated familles'deal with>problems,

.and are annoyed that their kndwledge'about'such-matters is‘not sought

.and used by thelr parents. 0 J
Agaln, information d1rectly bearlng on Deallng w1th Problems

is not available from the Portuguese 1nformants. HoWever, the adolescents

seem .to regard thelr famllles as v1able and reliable economic units,- “upon

with they can depend for sustenance and to which they expect to con-

tribute in the not-so-distant future.

Little information on this topic exists in the report on

the West Ind1an boys. . . : ' o ‘v.

External Relatlons - | i: o ‘ ) ’:=, o,
~ For th1s study, thls variable was defined as the child's C—
B : perception of the degree of trust and ease with which family members-. -
o “geal with oersons who-areinot ramily members; the‘fluency and con-.

viviality of relations with outsiders. Data on this subject are

discussed under Relatlonshlps Ethnxcxty and Rellglon, (pp- 35-38)

Predlctlons of Scores on HCQD Organlzatlon Varlables

¢

‘The. - »recedlng observatlons lead us to the followxng predxctxons

of how the adolescents in the flve samples would describe- the1r famllles

1n the Organization ‘component of ‘the Home Climate Questxonnalre (HCQ) :
¢ _
Jewxsh-Amerlcan.f edIum -in-Structuré, high in “Influence
Distribution, hlgh in Dealing with Problems

0

'Irish-Americanz high in Structure, low in Influence-Distribution, -
: no predlctlon in Dealing with Problems
- Armenian-Amerlcan High in ‘Structure, low in Influence Distri-
' _bution, medium in Dealirg with Problems

, Portuguese?Américan-Amediunrte—high—inAStrmcture, fio prediction in
— . ‘ . Influence Distribution, medium~in- Dealing -
with Problems t :

: West Indian-American: medium in Structure, low in Influence

; ~ : : . .. Distributiocn, no predlctlon in Dealing ;
: , with Problems. )
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. ditions of their lives. They mav be frustrated by school personnel e
gwho are completaly unw1111ng to negotlate, and bew11dered in a school

\that asks them to. establlsh ‘their own academlc goals and rules for

not react defens1vely to the youngsters' frequent 1n1t1at1ves.

Extrapolations to the School Setting .

_We have applied a limited "discrepaney" model in deriving these
extrapolations. We assume that:modest cohfrasts-between a child's
perceptlons of home climate and school cllmate stlmulate h1s/her

academic productiv1ty.

Jewxsh-Amerlcan ch ldren like those who, part1c1pated 1n1th1s

research are likely to thrlve in a clearly-structured school in which
teachers can be convinced to modify rules and requirements accord1ng to
the needs and competence of individual students. These youngsters -

are accustomed to negotiating with responsive adults.many of the con-

g
P

'.behavior.. Thelr teachers should.be purposeful individuals, who- w111

! ’ )

evince genuine interest in the students’ activities and,personal

-
P
L

opinions;
A

-.In terms of School Cllmate Questlonnarre (SCQ) varLaBIes,
e pred1ct that Jew1sh-Amer1can“chleren llke'those in our sample

ull do well in a school that they fate high in order, medium in

a

7_£——i——"c

1
|
'y'

est understand a school in wh1ch rules and regulatlons are clearly

% abllshed and seldom d1scussed or questloned. However, they might

o

ke more academlc progress in a sett1ng in which they are gulded

\ Ir1sh-Amer1can youths llke xhose in the Rumfleld group mlght' .

I‘

"a ademlc\goals and norms for behavxor. A h1ghly d1fferentlated




‘géneral program, might be confusing to them, but perhaps not if'they are

«

care;ully superVised and. encouraged in the ‘use of such options. Teachers

need to give students from this group rather careful inscructions for

assignments and projects. They should expect little immediate ‘en=

?

thuSiasm for one-to-one relationships With the instructor, and an-

ticipate that the children will'initially interpret negatively a e

teacher s expressions of interest in their lives and opinions.

In terms of SCQ variables, we predict that Irish-American
children like those in our sample will respond productively to a
school that ___X.perceive as high in Influence Distribution and Options'
and medium in Order and Dealing With Problenms.

Armenian-American youths from backgrounds similar to those'

of our subjects in Rivertown will be able to achieve well in a struc-

tured school that mirrors the climate of their homes. However, these

i

~

B youngsters are also'capable of operating autdnomously in spheres of

their lives not closely superVised by adults. A school in which they‘
are challenged.and guided to apply this capaCity to academic affairs
seems likely to maximize their learning. A wide range of options in

the_schoolipxogram_yould be supportive of this effort. Teachers, as i

these children{ They will expect relatively impersonal relationships

authority figures, are likely to receive good and careful work from

i

with teachers,‘preferring to interpret the events of their lives on .

. their own. ) ' v . .

In terms of SCQ variables, we predict that Armenian-American

teenagers like those in our sample will respond productively to a

'school that the y perceiVe as high in Options and Influence Distribu-

- We Wlll make fewer predictions about Portuguese-American

youths similar to our Hillside subjects, because we possess limited
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*Afdata*fromra‘S'”jjf’ﬁmﬁer’of respondents of that background.r Sﬁch

children seem likely to be comfortable in a structured school, with
teachers who are relatively unambiguous in their expectations ‘of them.

They may seem uninterested in conventional optiéns and extra-curricular

opportunities; since their thinking may be focused on family and job-

 oriented matters; the deyelopment of unorthodox options may be a

_—

means of stimulating their academic productivity. They'may.be snsf .

picious of efforts by teachers to get "close" to them, since adults

-

in’ their out-of-school life seldom approach them in this way, ‘and the

teacdhers themselves are likely not to be members of their kinship and

1 . /
ethnic networks. : ' [
‘ /

'In terms of SCQ variables, we predict that‘Portuguese-American

children like those in our sample will function well in a school they

discern ‘as high in Order and Options, and medium in Dealing With Problems..

coa

- We emphasize that these predictions afe extremely tentative, for reasons

already specified. .

We also propose few extrapolations for youngsters like the

Central City. West_Indian:American_boys. Givenlthe,high'expectations

and rigid controls imposed by parents at home, and the. relatively

unstructured lives these boys lead outside of home and school, clear

2 7

rules and explicit demands for academic productiVity seem required in

’

the school. Teachers should riot expect students from this group to

feel comfortable interacting WIth them, since the boys do not perceive
adults in.general as responsive.to their needs and wishes; if teachers

‘can respond quickly .and appropriately to reasonable suggestions made

a)

-

may emerge. -
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e

' In.terms of SCQ variables, we predict that West Indian-
‘American adglescghts like those in oui'éamble will respond productively -
to-a school they perceive as high in Order and Influence Distributionm,

1

and medium in Options. These predictions are also extremely tentative.

[P N
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~: C. Relationships . - . . -

- This Domain includes the adolescent's perceptions and feelings about
. * how the members of his/her householo Qet along'with and support each other. -
Varlables included under Relat;onshxps are Coheszveneness, Involvement,
Communzcat;on, Equzty and Factions, and Ethn;cxty and Relzgzon.

Cohes;veness and Involvement .= - -

We will discuss these two varxables together. Cohesiveness is

define§ here as the child's sense of the sygport and affectxon, and absence

e of basic conflict, that prevail among famzly‘members. Involvement is.the
child's percebtion of the frequency and intensity of activities undertaken
by family members_toéether. Invoivement hasvalreigy.been partly explored

under Organization: Influence Distribution, above.

Y

Both children and parernts in the Jewish-American families report

- 1 .
deliberate and effective efforts to promote what they call "family feeling”
® " ’ . . . ' : .
in their homes. The youngsters, in particular, perceive concern and affection

to emanate from]their parents, and ate at a "pre-individuated“ age when

a . the senge that they belong to a warm famzly unit is pleaszng to them. They .
;”” ~have fairly preczse 1dea§“about occasions when- "famely—@ee&eng—mmaymbe«espeeeally————————
‘strong (e.g., dinner, outings, certain collaboratlve work projects), and ’ ]

o
criteria, for predicting its occurrence (e.g., no outsiders present, all '

members involved and enjoying themselves). Both children and parents seem

to assume that the latter will make vigorous efforts to promote the cohesiveness
j-—-—~41ﬁFthe family, especially through involving themselves in many of the activities P

-

"of the children, but similar efforts by the teenagers are not expected %nd

“

. do not occur. -

- .

\

Parents deliberately involve themselves in their children's lives

by doing sports and hobbies wifh them,‘faciliteting the teenagers' participation,

\
" s

29 : : Co : . . 41

34




in activities via transportation and monitoring the youths' schedules, and
both initiating and responding to opportunities to talk to the youngsters B

on a wide range of subjects.' The adolescents, in turn, tarefully appraise -

. . the sensitivity and quality of their parents' attempts to stay involved |,

r . ,
with them. Effective involvement by parents ensures and enhances the cohe- o

siveness of the family. especially from the peoint of view of the adolescent.
The adolescegxs do not attempt to involve themselves in the lives
- LRETE 1 . .
iyt @ or
RN . ’
of their parents outside of thbmhoﬁe, and parents effectively exclude their

youngsters from participating in most of the adult activities they engage - - % |
' \ ) i .

in beyond the homestead: the effort at “"involvement" is unidirectional and

restricted in range. Parents)encourage children to know and feel attachment

4

to members of the extended fémily. largely through visits»on weekends and

holidays.

The Irish-American children perceive their parents as supportive,
and concerned about them, but not demonstrative in their expressions of |
affection. The children, in turn, express respect, but articulate little

affection, for their parents. Occasions when something like "family feeling“

might—afise~we£e—aeernentienee—by—the—child:en+—thesefyoungstezsiexpect,_e___~e»
for example, that femilv oqtings‘will inevitably be poring. Parents only
occasionally involve themselves in their chiloren‘s{livés (e.g.,;attending

boys* séorts contests), and’{heir activities outside the home are very vaguely j
comprehended by the children. The fieldworker suspected that_considerehle
disharmony exists in many of these homes, although;itvwas directly discussed.

by none of the childten. Interaction with extended kin is sporadic and '

not strongly promoted by the parents.

Deliberate efforts to promote cohesiveness were not reporteﬁ‘ﬁ?“fhg—____*——

Armenxan-Amerlcan youths, e1ther, but instances of enjoyable shared activity
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- were frequently cited. In particular, members of these families work together,

. ' . . , ) & [ -
P around the home and in some of the parents' businesses, and participate
as a group in the Euitura; and religious affairs of the_community._ Tﬁere
. - i N . : . )

is little evidence of disharmony in these homes'as constituted during the

'4’ . ° -~ - :
time of the study. As immigrants, the parents are not easily able to Ervolve

themselves in the affairs of the ydungsteis outside of the home and ‘the .

- '~ Armenian cultural scene. Nontheless, a high level of corporate activity -

prevails within the home, to which all members apparently willingly contriBute;

The Portuguese-American youths appear to regard their homes as

essential subgistence bases from which to make their ways in the world.
Family feeling is apparently neither discussed'nor deliberately promoted, .

but the children sense that fellow members are committed to mutual assistance :

i . . . : -

to each other. Parents do not involve themselves in the children's activities,

- but the children are vicariéusly an® sometimes directly involwved in the . .

work worlds that their parents and other relatives occupy. The family as
aeeohesive economic unit is an importaht concept in the lives and thinking
of these children. ‘Connectiens with extended kin are regularly cultivated

-

. by the members of most households. B L

The West IﬁaianeAmerican boys are protective of the privacy of

\ -

their homes: events there\are felt to be the exclusive property of th¢ members.

Yet much of the energy and\\hthu51asm of the boys is directed to activitxes
outside home and famxly, from whi\r they appear to be strivan to disentangle
themselves, at least emotionally. Pefents have high ambitions for their

children, but are very slightly involéeq‘in the most important events in
' \( . T om

% - the youths' lives. Their parents' butfonth-home,activities, including
. . . \\ » «
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»

‘the Jewish-American. households in this sample. 'Parents seek out children

- %
Communication .
: communidation is defined for present purposes as the child's per=-
i

ception of. the accessibilitylof’family members to each other for the exchange

. e . o
of information, ideas, and feelings; and the child's perception‘of membérs*

®

respect for each other's priVacy within the home.

A gredt deal of talk on a wide range of subjects characterizes .

to discuss a wide variety of topics, from tr1v1al to “deep,“ adolescents

likewise 1nit1ate discussions with the parents on many subjects, exceptlng
only relations with the oppositevsex. ‘This potential for discussion with
the1r parents is valued highly by the youngsters, who feel that the conversa-
‘tions often aid them in the quest for maturlty and autonomy. Parents and

Chlld are able to contznue hav1nq these discussions to the extent that the

child perceives his/her parents as sensitively "involved" in his/her llfe (see

above) ; in this sample, most of the parents are so perceived by their offqu;nqi'

Parents feel a virtual‘imperative to communicate with children\

about adolescent affairs, but no necessity to discuss W1th the youths aspects

of their own adult lives. As a result, "communxcatxon" in these homes fOcuses

almost entirely on the children's enthusiasms, problems, and interests.

Although each child in the sample has his/her own room, the privacy he/she .

enjoys depends on the parents' estimate of his/her demonstrated maturity!

the more of this, the greater the privacy accorded.

. 'The Irish-Ametican families contacted by our fieldworkers.contrast

strikingly With'the’Jewish families.on'this dimension. The term, reticence,

P

seems applicable to hoth'juvenile.and adult.members of these households.

Parents do not séek“f""
appear to avoid conversations with, and even long sentences directed at,

their parents._ The communication that does occur, revolves around daily,

32 37

E

‘Idren*to~diseuss~specificwtopics; adolescentsg == ===

SR




pragmatxc concerns. The parents interests-and-activities outside of th4
4
"home* are 1nfrequently~mentxoned to the youngsters. In many homes, the father

f

seems especially removed from commqhication with the children and the mofher.
q " .

J

Privacy is a special issue in these hbmes, related to the habqt

of reticence. Adults and chlldren can be so ret1cent because famlly me@bers
3
so hlghly value each other s andlthelr own mental and physxcal pr1vacy;

In the Armenxan-Amerlcan famllles there is conslderable 1n£ormal .

discussion about numerous, usualyy non-sens1t1ve subjects, but thej/imperatlve

\ f

subjects in the study report that they feel free to express themée%ves to
':‘ﬁ 0 .
their parents on any subject, ‘but that the;r requests, propos;is, and even
f v

1nformatlon supplied are frequently lgnored» On the other land, parents

to ccmmunxcat{ fully and on almost egegythxng is not felt. The Arﬁenlan

“ Cor ! . 5

14 , homework, cultural and religious affairs, é en b
| I l

caFion are more open than the content and frrequ

+e

to 1cs mlghéfsuggest. The Armenlan youngster

the activities of his/her parents in the adult
' ¥

other ethnic groups. ' Most of/ the youngsters

Ameri: commun ty not examined in the/report on this group. Apparently,

- neither reticence nor the "discuss everything" ethic prevails. With both =

P

of the house” at different’ times, recurrent concentrations of family members

U
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.wheﬁ extensive talk is ééssible Aoinot'materialize.' Féll privacy for\ﬁémily
_members, inciuding the adolescents, is difficult to provide in the relatively
smalllhouses\qccupied by these familieé, b&i it is regarded és'an appropriate
'éoal for éll to aspire to.
| We know little ab;ut communication in the homes.of thé West IS&iaﬁ-
American youths.:. It éppears that psrents frequently éalk to.the boysvabout
the expect?tions they have for the boys' educatipn, behavior,.and future, J
| ~ and about treir West Indian he#itage, wﬁiéh is ‘supposed to differentiaée_
_them from Amerjican Biacks. Thg boys listen respectfﬁlly and sefiously,
seldom communicating‘aﬂout‘the.activitigs and projects in which they are
involviﬁ qutside of the @omé, and which dominate their conve:sag}ons with
'péers.' No evidence appears in the material 55 these boys about the amount

of privacy they feel they .enjoy or want within their homes.

Equity and Factions

_ This variable is defined in the present reséarch as the child's

!

sense of how_fairly family members treat each other, and of the impoitance

of favoritism and poﬁer alliances within the household. It is a topic on

i

uhichqall_fing_ethhng:hphies_éresent_za;her,skimpy_aatavff1~w;
" The Jewish children sesm to regard their families as\pésically
equitable institution;; In some of the @omes, older Qibiings are resented
. for having greater gpivilegés, but this is n;t'an endemic condition of the
group. &he girls do not appear to reseni’doing more chores than the boyé.
SOmetimes parenpsj decisions are disputed, but in general the mothers éndA-n

fathers of this groupaof'qhildren enjoy the respect of their sons and daughters

as.even-handed gnd fair. ‘ : '

» ‘ -

P ] — . In Fﬁé‘I?iEh_Qaﬁpié} _

cerE“specific

;/ﬂ -/ "siblings as eéercising unwarranted.privileges with resgect to their ages,
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"the family, i.e., a friend is referred to as "Armenian also"; a neighborhood *

‘classes at two Westville teﬁples.. Most of them prepared for their Bar Mitzvahs

4

»
. -

but equity does not emerge from the interviews asia major iesue in the ﬁQQij.'

Since the'Irish'youngsters were very reldctant to say \anything negative
‘ ) -
to the fieldﬁorker about th families, it is hard to know if we are in '\¢,~7

touch with the ch_.ldren's redl feelings on this topic.

3 . . »

some of the ﬁrmenian girls, expressed resentment at having to do 7[
- B B a . N . ) . 3
domesﬁi% éhores, while their brothers are more or less exempt ffgm such ’

-
-

assignments. fThis is an echo of the "traditionalism" cf these homes, previously
diseussed. >Otherwise,:the youngsters seem to ée;ceive,their parents as .
fair,-and their homes as unsu}lied by favoritism and poweé alliances. ” - ;‘
The éortqggese girls~also do more wqfﬁyaround the house than their |
brothers, yet expressions‘of resentment are muted. The family as a mutual
aid society is a basic theme™ of Portuguese-American family life; persistently
inequitanle treatment would damage its capacity to serve as suéh |
. No data on this topic appears in the materials on the West Indian T 4
boys. , : . N ) _ | e

Ethnicity and Religion (and External Relations)

We define this’variable here as the child's awareness and degree

of acceptance of his/her ethnic and religious roots. Ideas about roots ) ’ Cia

- are frequently expressed in discussions of persons and events external to

event is something everyone from "our church” attends; etc. Thus, in this

. ‘ , :
section we will discueg Ethnicity and Religion together with the child's

perception‘of his/her family's handling of External Relationsy; which was
previously defined. _ ’ , B S e

The Jewish-American children were recruited from Hebrew School

dhring the fieldwork year, and their friends, in general, are also Jewish.
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quote their parents as urging ‘them to behave in certain ways because Jewish

people- ought to do so. Ethnicity and religion are formél "givens" in the .

i . lives of these teenagers, the sources of little that is vital: not pride,'

not embarrassment, not guidance in the- affairs of life. o ’ ' S~

oy

i

e ‘ ) "Dealing with the external world does ng%‘seem to be a problem -

for these families, in the eyes of the teenagers. In this delusion the

youngsters may be unthinkingly encouraged by their parents, who make no

, effort to’ share their struggles and experiences with the boys and girls. i | 5§
Except in one family, economic problems seem not to exist, so far as the | v
children are concerned. Tb’them, the world beyond the front door is a networh
of resources to exploit- ‘camps and tlasses to attend, games to play, malls
to windowshop, etc.; television is always available. Aside from traffie,
few dangers exist out there that the child and his/her parents cannot cope with

The Irish-American teenagers were amused/and puzzled by the field-

worker's questions about their "Irishness.“ 'They are aware of a certain cachet

'about being Irish, at least in contemporary Boston,, yet can identify no

personal characteristics of themselves that are especially Irish. 'lhey pretend
to no knowledge of Ireland, past or. ‘Present. Questions on these.topics
embarrass them. Concerning the Catholic faith to which they all formally
subscribe, they are clearer- it is dull and irrelevant, in their opinion,
h& .‘v '._ ' with no bearing on their present and anticipated.lives{{
’ ’ e ? ; The Irish youngsters had.few ideas about how their families handle

external relations.o These children's~awareness is largely bounded by home,'

school and neighborhood; parents' deqlingslwith outsiders is one of the
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topics seemingly seldbm discussed within the family circle. The field-
~wbrker"especially nSted the contrast between these children's claimé\to
. K . N .
.maturity-and their naivete about the functioning of the adult world.

" Ethnicity and‘religién are both important to the Armenian-American

t : N -

.

youths and their families. All are immigrants, whose native tongue is Armenian;

and a111iive in tﬁe heart'of.an Afmenian community which has become!a national b

center.of an FArméﬁiaﬂ‘Rénaissance;" throuéh ;hich many persons of this “

background are redisc9§éring fheir ethﬁic (and religioué)'roots. These
gfchildren'épeab Armenian with friends,'famiiy ﬁembérs, and,othef adults,,

and éarticipaté.in»a largé hﬁmber of sports, sacial, andveaucationalbactivifies“

ofganized by_Armenién organizétions‘in Rivertown.x They appiéciate‘thét

vbeing‘Armenian does néﬁ result inIAisc;imination or persecutioﬁ in this’ -

-.. country, énd try to’av&id.appéariﬁg cliqqe;ish vis-a-v&s ofher gtudents |
in schoél. | | | |

As with the children of many recent immigrants,“the Armenian young-

sters are moderately critical of certain aspects of their parents' adjustment . B

"to life in this country. Some cultural practices and expectations for young . - _;i
people seem overly "f;éditional" to the yohnger géneration.' All of the Cl _ {
families in the study attend one or another of the Armenian churches inﬂﬂ_g,r?;;a.____ff

v the town, but religion dees not seem to play a major role in the lives of

any of the youngsters. o o

1

Most of the Portuguese-American children can speak Portuguese,

all have a sense of connection with the Azores of the mainlénd, even
to a particular community there. It is hard to tell from the materials

~ .-

;whether’"being Portuguese" is cohsidered by the youths to be advantageous,
dfsadvantaqeous, or neﬁtral; Most of-their.f;iends'are.ofAPortugueée extraction,

and they live in a neighborhood heavily populated by co-ethnics: a degree

.‘37 .
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of mutual attraction must prevail Extended family members are supposed

*. to assist each other, but it is not clear whether fellow Portuguese-Americans

‘are expected_to be more supportive to one another than to an American of
another background. These families and the teenagers all attend local Catholic
churches fairly regularly, but otherwise religion does not.seem to occupy .

a prominent position in their 1lives.

The parents of the West Indian-American boys attempt to impress

upon them that they are different from and advantaged compared to blacks

of southern and northern u. s. extraction.- However, the boys seemingly reJect

this arqument. They sense that_whites do not‘usuallysdistinguish between’

them and AmErican blacks, and that the latter resent expressions of, West

'Indian-differentness and alleged_superioritx, AThus, while associatinq primarily-ff

~ with boys of West Indian background, these youths try to slough of £ whateverA

L \

West Indian culture traits they possess and become as "American" as they
\ : A ,

" can. The ethnographic materials are silent about the boYs' involvement

in church and religious affairs..

Predictions of Scores on HcgiRelationships Variables

" The preceding considerations 1ead us to the folloWing pred1ctions

of how the five groups would dwscribe their families in the Relationships

component of the HCQ:
Jewish-American: high in Cohesiveness and Involvement, high in
: Communication, medium in Equity and Factions,
medium in Ethnicity and Reliqion

Irish-Americanz L medium in Cohesiveness and Involvement, low in
_ AR . Communication, low in Equity and Factions, medium
R L i Ethnicity and Religion A : . ‘

“Portuguese-American: high in Cohesiveness and Involvement, not rated v
. ' in Communication, medium in Equity and\Factions,
high in Ethnicity and Religion

Armenian-American:I high in Cohesiveness and Involvement, medium. in
- GCommunication, medium in Equity and Factions,
high in Ethnicity and Religion

A RN
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West Indzan-Amerlcan low in Cohesiveness and Involvement, not rated
in Communication, not rated in Equity and Factxons,
-low in Ethnxcxty and Relxglon

!

| . )
Extrapolations to the School Settlng L : ' «

Agadn, we apply the limited discrepancy model in deriving these
proposals.

Jewxsh-Amerzcan teenagers like those who part1c1pated in this

proJect might be stxmulated by a part1al contrast at school to the cohes1veness
and 1nvolvement of adults that they experzence at home. In school they

will prof{t‘from‘pressure to produce good work increasingly.on'their own.

"The school environment should be warm, but not 1nd1scrim1nately acceptxng.
These students should be challenged to use and develop the1r already. con-
lThelr intellectual 1nterests mrght-be\broadened via a sens1t1ve mult;cultural

" program stressing both content dealing‘wgth various ethnic and religious
. NI X 3

Nt

groups,'and the establishment of processes“in the school through which members

B

of different'groupslcan come,to assooiate wi each'other more comfortably.

In terms of the SCQ variables, wevpredict that dewish-American_
children,similar;to-thoSe in our sample will do well in alschool that they
ratebas medium ln Community and Involvement, medium in Accessiﬁffﬁty;and
Receptzvity, h1gh in Equal Treatment, -and low in Groupings (i.e., the absence
of exclusive cliques, etc.) .,

v

o Irish-American youngsters similar to the ones we worked with seem

liﬁely to-benefit from efforts to build their communication and interpersonal

’ of such a program Teachers must: notice and reward even modest examples a

-
[

! o -

s1derable communlcatlon skllls in the1r school work and deallngs with teachers.

s skills, even though the chlldren are likely to be. uncomfortable at the beglnnlng:i

of self-pxpressionzat‘the start, and give considerable respect to the ch;ldren'sg

exquiside sense of privacy. Heightened feelingsgeé—belengiag~ané—oi—partis
. | 3 9 ; o~

o .
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cipating in a class.or school«in which members communicate with each'other
effectively may enhance these youngsters' curiosity and readiness to learn.
"Like the “Jewish youngsters, their dedication to learning might also be increased

)

through participation infa‘multicultural program that includes information

about their own background and that of other ethnic groups, as well as school-
wide efforts to increase 1nter-group communication. Some semi-exclusive

groupings of these children Wlth peers going through similar phases of growth

may be necessary while they are developing communication skills.

In terms of SCQ variables, we predict that Irish-American children
similar to those in our sample will do well in a school that they assess
as.high in Communityfand Involvement,Jhigh in‘Accessibility and Receptivity,

f medium in Equal Treatment, and medium in Groupings. . \ . | "?

According to the fieldworkers, the Armenian~American children

- 'believe that they are not listened to by adults at home, and sometimes by

adults~at school also. Efforts by- teachers to involve these youths in result-. -

getting discussions angd conversations might enhance their'overall 1nvolvement

in schoolwork. Armenian students might also profit from chances to employ

their skill at working cooperatively directly to the business of - the school

f€.9., group progects, student government), perhaps in the process‘serVing

as models for other students., : | _ :?:' . : : :Q
Their status.as recent immigrants, and their families'>erperiences

’

in persecution in other .countries, make Armenian teenagers sensitive to

being excluded.and to mild teasing by other youngsters; for this and'other

reasons -already- stated, a comprehensive multicultural program in the schoohl
. v R : A o - . . Coe o [

[ d

is SUQgested.f :; ' . - . | K : . :f .-

In terms of SCQ variables, we predict that Armenian-American children

similar to those in our;§ampterwiit*perform*productively‘in“arschool that-
40 | : |
: . . g
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- they perceive is high in Community and Involvement, high ih Accessibility

and Receptivity'(especially'withvresééct to teachers), ‘high in Equal Treatment,

R ,
’

and low in Groupings. f : ' ‘” -

We suspect that other Portugue@erican teenagers, like our.
c@ntactsvin Hillside, ‘come to-school harboring clear hopes of acquiring
useful skills and knowledge. They will-respond less productively to high

levels of warmth and belongingness than to’efficientiy organiéed and indivi-

dualized instruction, and to precise communication'bf teachers of the learning

outcomes expected. Teachers need not be particulgrlyvqpproachable, but o

L4 -

they do ﬂeed to be équitable in the treatment of students.. As with the

othgr groﬁps, a multi—facéted inter-cultural education program seems desirable,

in. which students can confront and learn about aspects of their own and
fellow students' ethnicities. | |

In terms of sCQ<variab1es, Qe predict éhat Portugueée-Americén
- children similar to those in our samp1¢~will,perfofﬁ-pro&uetivé1y in a school

that éhez pef&eive aé"medium in Community and Involvement, high in Equal
; AN . C o .

Treatment, and medium in Groupings. . -

i

West Indian-American students like those in our Sample are deeply

'~ enmeshed iﬁ,a pProcess of separatiné themselveS»psychologicgily from3their
: families, ahd from many aspec£§ of their West Indian backgidﬁhd.'_Incorpoxation'
into a group led by an adult, such as a class or schooi, is not likely to .

attract them. However, shariné their experiences of. the process of separation

. with a non-judgemental outsider, such as the fieldworker inh this study,

7 may ﬁascinqée and assist them. iq all interactions they wﬁil,be extremeyyi'f.u3

|
. L - P . N LE . oL
sensitive to patronization and prejudice, real or imagined. ' Youth of this .
age and ethnicity seem to need each other's support very much; the school

shouid probably tolerate in ﬁhem a degree'of hon-provbcative self-segregation

‘ - 41




while they pass through ‘this ,vsta'ge of develdpmené. ‘A comprehensive nmlﬁi-
cultural education . program migiit be useful to /them, especially in increasing - o

 their unde:stand;’.ng of their éarihfbeen background and its sicjnificance in

th:.s country
In -terms of SCQ variables. we pred:.ct that West Ind:.an-American '
P xh;ldren_smnaue those._in %t sample. will perform product:.vely in a schooJ. -

t:hat they perceive is log to medium in Com_mun:.ty and Involvement. and medium

in Groupings. ‘
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"D, Personal Development

This Domain includes the,adolescenf'é‘perCeptions and feelings
about the directions and conditions of growth and leafning in his/her
.1life, particularly as these are defined and influenced within the

: - . ) o '
family. Variables classified under Personal Developm%ﬁf‘igclude

School_gg?gging,_OQE:gg-gqpog} Learning,. Aspirations &ui Idéntity,

i |

and Matﬁrity,,

:wSchooi Learning

For the purposes of this study, School Learning i)
as the child's peiqéption of the pressure from parents aﬂa

" members for him to learn and develop in school, and his/her concep ion

AL
Poi=g gl
s g :.“

of the assistance rendered to him/her in school-related tasks by i

pérénts and other family members.

nted idéas about the nature

A
g

. viewed have clear, pragmatic, and future-orie

and significance of school learning. They bg¢

&
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hard in school in order to get good grad

well-paid job and/or a éucgev ful -career. (No sex differences were

Ry

noted in the formulatigf of these beliefs.) They see the work of the

';(
p .

seventh and later gfades as integral links in the chain. R s
s o . ,

~?§ghg¥g¥eceding paradiém elevates grades over learning as
‘the primary dbjective or work.inﬂschool. Parents insist that they i )
, \ ; . . A

) . ‘ y . . . . e . . s A
also /emphasize learning. for learning's sake in discussions,with their RN

-

children; the téenagers acknowlegézhaving heard this idea, but.it

CAR ‘pbssesses little credibility for them. This is perhaps related to

v the fact that they experience school as almost totally boring. They -

feel that what they are taught is wholly unrelated to what they will .
43 | |
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be doing later in life, andvcertainly,unconnected with their present
preoccupations. School subJects loom to them as sets’ of largely un-(
related facts and tasks: in learning them they gain‘no sense of mastery
or of incremental'growth. The students are unable to become personally
involved in schoolwork.
“Student.s and parents agree that grades of B or better in

major subJects are satisfactory for seventh-graders. (By this standard,
at least three-quarters of the WestVille sample are “good“ students. ) ﬂ
They also perceive some subjects, such as mathematics and science, as
“more important"” than others, such'as Spanish and social studies. :
Students react with dismaybwhen they receive‘poor‘grades, especially
in- important" subJects: Parents typically respond to poor grades
by attempting to manipulate the child's guilt and concern for the
future, both of which exist in abundance in the area of school achieve-
ment. They rarely impose restrictions (e.g., limited telev1sion) or
- other punishments (e. g., grounding). |
The~teenagers believe that the attainment of good grades
_'depends on the amount of time they invest ‘in assignments and studying,
and on their natural abilitz in.particular subjects. Quality of work,
measures of effort other than time invested, effective planning, crea-
,tivity,~etc., do not enter into their explanations.

| Parents lightly supervise their children -] completion of
homework, and help them study for tests and figure out especially
difficult problems. However, at home thegyoungsters themselves are
basically in charge of their'ounvstudyingf especially of the.worhv

involved in completing long-term projects. Doing their schoolwork

is one of the few areas in the lives of these adolescents over which

they have almost complete responsibility for their own behavior and the

»

results thereof. ‘ 44
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There is less to report about the Iriéh-AmericahAyouths'

perceptions of school.pertly‘because_theuethnography of this érbup is

~

. }, . ' .
less detailed, but more’importantly because the adolescents' ideas

about school are much less complex. Most of them assume tﬁaé.ébhool
is a fact of life to be endured until they graduate, which each expects

to do. It;is‘generally a boring and over-regulated piace. although a

-few teachers are more interesting than others. The curriculum seems

unrelated to presenf interests or to the very vague ideas about their
S ; : . :
%?ult lives that most of the youngsters have, and there is no way to.

change this or any" other aspect of school. The adolescents know that

3

’ i . . . - .
their parents want them to do well in school, but they recall few

discussions with them on this subject that helped them to obtain a mpré

detailed conception of the parents' aspirations and rationale for such
] - . . . .

wishes. '

"Bducation" is, however, very high on the Armenian-aAmerican

children's hierarchy of values. The path to a good job, financial

success, and an appropriate marriage (for both men and women) passes

through higher'education, and to arrive there one must do well in the

lower schools. Whatever is taught in school is probably valuable,
however boring and remote it hay seem. It is important £© work hard

in school. Armenian youngsters seek éood grades and approval by

'peaéhers, and most of them attain both of these.

However, the stu&ents in our sample are strongly critical
of the Rivertown school they attend. Most distressing to them is the
minority of fellow students who are disrespectful to échool staff

and destructive of school prdpezgy; Also, certain teachers are distant

and disorganized. Most of these childrenmleérned;znglishwrelatiuely,

‘eagily, in the bilingual program éi on their own, and the rest of the

academic program of the school presents no serious challenge to them.

o~
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,gthe schools they preViously attended overseas.' : .,-:

et T Y S

/ ¢ ’

ination against Armenians by teachers and most other students. In these
[ Y

assessments the students are comparing this. Junior high s?hool Wlth

The Armenian students perceive that their parents care

greatly about their children s school progress.,AThe parents attend

/
meetings at the school and try to help their children according to

_ suggestions provided by the school. They share the students' appraisal

of the school and regret that more stringent academic standards are not

H

upheld. K

School for thevPortuguese-American‘adolescents is‘a less
. . ' ! : . i .
intense matter. 1In a sense, it is a disability of childhood, although

it.is also connected with getting jobs in ways-that are not«alto%etherA
clear. Some Portuouese parents in the sample ;ncoufage ehé{E’EEIIE;;;*'
to do as well as possible in school, while others a;pear to mention

e subject infrequently. Some of the youngsters talk about finishing
hig \school and gOing to college, while others do not have a secondary
diploﬁa\clearly within theirvsights. Most of the youngsters regard
their present school as 4~£orbidding place: run-down building, too
many rules>\teachers of varying quality, boring;f”They do.not'feel
discriminate against because they are Portuguese. Many can tolerate
the constrictin enVironment precisely because no one, including
thePselves, expects them to achieve very much, under the circumstance.

They look beyond th ir school days to work, an income, time to Spend

as they please.
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' »The'wést Indian-American boys are caught between their parents' .

frequently communicated high regard for education, and their own diff-
idence about it. The latter feelings result from their experience
of school and from their suspicions that for Black people in the o o S &
United States pay-off from education is by no means assured “The boys' |
classroom behavxor, as observed by the fieldworker, suggests boredom
and nascent resistancef Yet in seventh grade and at age.twelve
or thirteen, they complete their work:fairly regularlv‘and do not
present‘control problems for their:teachers.f.How eachvwill resolve this
vtension in the future remains toibe seen.

Out-of -Sc?ool Learnigg v . :

For . the purposes of this study, Out-of-School Learning is h

N ’ s '., 1
o defined as’the child's perception of the pressure from family members

| el

- for him/her to learn and develop in‘settings'outside of school, and

the:child's perception of fafnily members' assistance to his/her learning

P
. p

‘and development in such~settings;

The Jewish‘American youths participate in,a/demr’ding&schedule

s e

of classes, practices, mb@tings, etc., in the hours after school and on

.‘~'f ' 'weekends. They go to .lessons, pursue hobbies, participate in- organized

athletic CQmpetlthn etc. «Thelr engagement in such actxvxties is closely

facilitated by their parents, especiallg the mothers, who bend their

own liVes to provide transpoxtation, monitor the children s adherence to
the often demanding schedule, and pay the bills. School and thése ‘ | ":;:e
ind1v1dual assemblages of out-of-school activities dominate the lives

' of.the teenagérs; during the.summer and pther‘school vacations they are?

v

often. at wit's end tojknow how to spend their time. They discover ‘ -

that they do not know how to deal'with'unstructured time. -
1These young people»approach out~of-school activities with an

attitude quite different from their demeanor in school. They visibly

AN
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enjoy these:involvements, even though many are physically and/or
mentally demanding;_they invest.fnll concentration in them, on most
occasions; they tolerate repetitionéfnd isolation (as in the acquisition
' of skills) cheerfully and for. long periods of time. They—explain this
attitude, and its contrast to their in-school behavxor, as stemming
from the nature of the tasks they are asked to perform in the non-
'scnool settings. Specifically., 1n.most of them they perceive them-
selmes'as moving through a hierarchical siguence of abilities, which
tney“nad a.voice in choosxng to acquire in the first place. They
'derive”from”this a sense of growing mastery and achievement in an

enjoyable and important_area.of life. They experience neither of

'these feelings very often in school.

- .

The Jewish teenagers'also attend Hebrew Schoollregularly
each week. The classes here are perceived to be more like Fegular
school than the self-selected activities discussed above.

Sports'(for the boys) and religious classes are the main out-

‘of-school learning activities of the Irish-American youths. For the

children in this group there is no demanding round of sessions to
' attend at designated times, or intertwined skills to acquire through
diligent practice. Outside of school, and when they are not doing

homework, the main activity of these youngsters is "playing" with their

g

friends. This usually consists of informal sports, bike-riding, and

talking. With the exception of a few boys on teams, who see their
“athletic prowess as possibly contributing to their subsequent college ¥
and adult careers, out-of-school time is Eassed, rather than used. .

Parhnts encourage, pay for, and attend their sons' athletic activities,

b ‘otherwise.do not promote or faciliate their children's out-of-school
T - hd . /

involvements.

~The Armenian-nmerican seventh graders engage in a range of -

93 )




halls, etc., are within bikekride for the Armenian .children, while \

‘

lessons,rclubs, and sports outside of school. Their parentstapprove- i
of such involvements, but the youngsters appéar to choose and connect :

B |
themselves with the acti"ltxes more Lndependently than the Jewxsh i

\ )
children do. This is partlw an environmental difference: the gymnasia,}
' : : ' \

access for the Jewish youngstefs refjuires transportation by car.
. . The Armenian childreﬁ also more commonly hold part-time jobs,
\ * ) -

and - assist their parents in the latter's economic enterprises, than

the adolescents in the other groups. The chil#ren seem to enjoy such i

-

xnvolvements. they value the money they recexve, and they and their

Yyt

parents see the work as useful socialization into the breadwinner role

that each youngster will assume in later‘years. Further, in such‘work
these yauths. penetrate the adult 'world of their parents and other g'own-ups:
they gaxn)a sense of partxcxpatxon in family affaxrs that is reflected | '
in the}r.ratings‘of family'CohesiVeness and Involvement, in the Rela-

tionships Domain. N

The out/of-school activities of. the Portuguese-Amerxcan are

3

limited, accordxng "to scattered information in the report on this group.

‘

Beyond relxgxous Lnstructxon, chores occupy much of the time oﬁ the

girls. yThe-boys are' either required to be at home, or allowed to

‘socialize.with their friends. Fantasies about part-time employment

preoccupy both boys and girls, but in the sample only one of them,
a boy, has such a job (selling papers in the morning). The possit'lities

for other kinds of out-of-school learning activities do not seem to

be well worked out in the minds of these children or their parents.

‘

The_materials on the West indian-American boys suggest that they;

too, engage in a small number of organized out-of-school activities.
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N

/

-appear—te—held»éebs~erwtoabe~thinktng-seriously‘aoout‘part-

t}me employment. Much free time is spent at the well-eguipped néigh-

borhood center, where the boys engage in p1ck-up sports (especxally

‘basketball) and relaxed soc1a1121ng . They do not appear to desire more

L

formal lnvolvements, or perce1ve oppgrtunltles for them 1u the env1ronment
in whlch,they llve. Thelr same-sex, same-age peer group, composed

P . : , .
mainly of boys of West Indian background, provides the setting for

’

most of their out-of-school life. R W - \

Aspirations and Identlty

[

‘ For the purposes of this research, Asplratlons and Ident1ty

\ /

is def1ned as the Chlld s perceptlons of the kind of person parents

" and famlly members Wlsh hlm/her to become, and the clarlty ‘and challenge

of the child's own conception of_hls/her prospect;yeaadult 1dent1ty. :

Aspects of‘this"Variable‘have already beenpdisgusséd in se#eral preceding

sections.

The Jewish youths-envision themselves as college graduates

and subsequently as respectable professionals and/or successful business-
men and women . Boys and girls appear‘to share these same, undifferentiated
aspirations. The youngsters' parents approve of the_designated role‘sl
and careers and discuss'them with the children. rThe pages-of the ethno#‘
graphy do not mention the psychologlcal characteristics and/or the non-~d
economic act1v1t1es the youngsters and the1rvparents also consider to

be appropr1ate goals. .Althoughvthe parents of these chlldren are not

much involved in polltlcal or civic affalrs, it is not clear whether the

gap in the report orlglnates in the subJects‘ lack of concern for these.’

' ‘

- areas of development, or from 1ncomplete documentatlon. In the ma-

ter1als presented, the 1nfluence of educatlon (1 e., grades) on who a |}

person eventually_becomes is much'emphaslzed.

.sq.' O fiffv
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“The ambitions of the Irish-American children focus on gradu-

]ating from high. school,/attending a college chosen on'the basis of its

as nearly 1nevitable, and welcomed as the ending of the period of watching'

Swe

life go by-that the teenagers appear to be in at the present time.
Colleges.are not ranked in terms of their academic standing or social
Yﬁ " prestige; rather, the boys especially rate them according to the quality
'/ - of their'athletic'programs and whether they (the boys) are good enough
athletesJQ% fit into the programs Jobs. are infrequently delineated
byiN;pew except that some boys express interest in careers in pro-.

—

fess10nal sports. The children report few conversations‘w1th their
. B /’

parents on these matters. However, all of the parents definitely
expect their children to graduate from high school, and many share

their sons' hopes that a career in sports w111 materialize for them.

As revorted earlier, the Armenian boys intend to become

finauc1ally successful via good grades and the best possible higher

education. The girls aspire to grades and. higher education, and ‘then
\

to "a good job" and marriage. An adult lifestyle supported by sufficient

money is important to both sexes, but the Armenian youngsters less often

\\/’\

specify particular professions than the Jewish_youths. The\?rmenian
children also seem ready to become involved inptheir ethnic-grbup's

cultural activities and political re-awakening, butbas Americans) not .

\

\

as Armenians. These youngsters parents, applaud the development of

\ .

their children ] economic ambitions and support the youngsters aspira-
o1

tions as expressed here. They encourage their participation in part-

vtimevpaid morKLand in economic activities emanating from\the home.

o
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Most of the Rortuguese-Amerlcan students want to graduate

from high school; those who are.unclear about this seem uncomfortable

\; @

in admlttlng to the fact. Education after high school is only a vague

| possxblllty, however, the children seem unclear about what college is.
If it is a cont1nuatlon of the regimented 1rrelevance they have thus

far experienced in school, they are not attracted to it. Their
conceptlons of approprlate ]Obs after graduation are relatlvely modest:
the trades, clerking in a store, regular factoryﬂwork; They hope to '
avoid unskilled, menial work of the sort that many of their parents

and older siblings do, but are aware that this may not be possible. The
parents of these chlldren seem to want them to complete high’ school,

ibut after that thelr expectatlons are unclear. Probably ‘they anticipate
that'the chlldren wxll become contrlbutlng wage~earning members of the

household, living in the parents' house or not far away.. What these

~chlldren thlnk about such prosptctlve arrangements is not d1scussed

cE

ln the ethnography.

" The long-range asp1r tlons of the West Indian youngsters are
" .

scarcely discussed in the mater ls on this group. Clearly the boys

‘are troubled by the employment problems they foresee for themselves as Blacks,

and by certain aspects of their West I d1an background. ‘They do not
insist that ‘they will leave school befor graduatlon, but they are not

promising to remain, either. ‘Their parents believe that no amount of

education can be too.much, and press them to stay school as long as

possible, and to think of obtaining a scholarship to go“an to college.

Many of the boys, however, cannot resonate to this theme.

Maturity

For the purposes of thls research, Maturity -is defined as

the child's perceptlon'of the degree to whlch h1s/her parents treat him

%

as a competent, rellable, and grown-up person.
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what might be regarded as- the "basic curriculum” of the

Jewish-American home focuses on maturity. Parents and child are'engaged

in a collaborative effort to prepare, assess,'and reward reliable and

responsible (i.e., mature) behavior on the part of the chiid.f The

3

'children continually.press for increased recognition in this area; the

parents seem to desire to perceive their children as mature persons
for their age, but insist on moving in this direction step-by-step,
requiringfthe children to demonstrate ever-increasing levels oflcompetence.

In general; the children respect theirbparents' diagnosis of the degree

- of responsibility they'are ready for. Occasionally, a parent may esti-

. mate that a child is prepared for more 'ndependence than the ch11d

hlmself/herself is w1111ng to accept. In these cases, the child shares

his/he? reluctance with the parents and. an adjustment is made.

3

For these parents and ch11dren, maturity is linked with more

specific behaVioral characteristics such as reliability in.folhowingA
through on direotions and conforming tozrules, responsibility in making'
judgements as to activities to hack away from, allocations of time
for homework, and appropriate. =alm and good sense in unfamiliar or

t
threatening‘circumstances.

The Irish-American youths in our sampleuoften chafe at restric-

tions placed upon them by their parents (e.g., night-time deadlines, who
can‘viSit them in their rooms), as evidenee that parentsgregard them

as ”children" and do not recogniae how grown-up they aref The boys
especially ~enj0y displaying to each other their supposed sophistication
about the world,‘but the ethnographer was impressed that they actua11y4
know very little about what happens ontside,their neighborhood. Parents
and ch11dren do not seem to have worked out any technlques throughh

which the ch11dren m;ght acqulre and d1sp1ay ev1dence of 1ncreas1ng

%aﬁurity. Indeed, th1s xs another top1c seldom dlscussed among house-
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neighborhood center, can be int

" distance themselves from their nat l families, as seems proper to them

hold members in our sample.

Maturity is an area ‘of conflict for the Armenian-American

youths and their families/in our sample. According to the children,

., i

their parents continue ‘to expect absolute obedience and deference from
them, even though they are teenagers and can and do make their‘way in
many areas of life outside the home without parental superv1s1on. This
is an aspect of what the,children refer to as their parents' ntyadition-

alism". It is a problem in many of the homes:- the ethnographers visited.

The approach of sexual maturity occasions increased protect-

fulness of girls by male. and adult members of the PortugueSe-Ame ican

families in the sample. The girls seem both to'enjoy and resent this

'new kind of attention with its implied message that increased age

. renders them less responsible and reliable than they were before. The ".
boys .in the sample are treated differently by their families, With respect
‘to the degree of maturity, they are assumed to have attained. Two are |

'free to make their own scheduleS»and commitments out of school hours,

while one must come home immediately after school and remains'closely

supervised by his parents. He_appears to value their protectiveness.v
Maturity‘emerges as a key developmental issue for the West

Indian boys the ethnographer came to know. Much of their behavior;

including escapades of mischief and the style of ‘their . "hanging" at the

for "mature" young men. Their parents do not share their vision of them,

‘.

and continue to make efforts to control and influence their lives. Some

‘remain firmly under parental thumbs, and some have taken major steps

toward behavioral, if not emotional independence.
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Predictions of Scores on HCQ Personal Developmentfvariables
The preceding considerations lead us to the following;predictiins

of how the five groups of adolescents would describe their.families in the
. c . Y

Personal Development component of the HCQ B C : ) ' A
Jewish-Amez;can: - hlgh in School Learning, hlgh 1n Out-of-School

: _ /

Learnlng, hlgh in Asplratlons and Identlty, .

medium in Matur;ty o : oy

Irish-American;' medium in School Learning, medium in Out-of-Schooi

!

4 /

Learning, medium in Aspirations and Identity, lof
o /

in Maturity ‘ . » .

Armenian-American: , high in School Learning, medlum in Out-of-Schogd

Learning, high in'Aspiratlons and Identity, low
; ‘ " i
in Maturity

Portuguese-American: medium in School Learnlng, low in Out-of-School

Learning, medium in Aspirations and Ident1t ’
/

{ -

low to medium in Maturity o
West Indian-American: high in School Learning, medium in Out-of-School
Learning, high in Aspirations and Identity, low in

Maturity

gxtrapolations to the School Setting
| ' Again, ue'apply the limited discrepancy model in defiving
these:proposals;
’ It'seems unnecessary to consider measures to increase the

grades-orlented behavior of Jewish-American students like those who

participated in this study. Their_perspectives on school might: be
broadened however,~if attributes of the out-of-school learning settings
that so thoroughly engage them could be adopted by the school. The

chlldren could be encouraged in varlous of the1r classes to choose skill
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areas of interest to them as individuals and work through them, bit by

bit, until they are mastered. étrategies and technologies for self-paced

mastery learning have been-ﬁorked out by:eduoational psychologists, but ‘are
seldom;usedvin American schools; ‘ i

Such a program might‘help these youngsters experience more.pleasurer'
in learning'for learning's‘sake, in school as they now experience it outside
of school. AAdditionally, self-paced instruction requires the learner
to be‘responsible for his/her own learning; The Jevish'adolescents might.
respond enthusiastically to this new'approach forkthe development and
expression of reliability and responsibility.. |

The rather monolithic, high status career aspirations of the ”A : ‘.;i

-

-Jewish adolescents might be broadened and made more realistic by the development
of a variety of programs sponsored by the school in which students are A
enabled to observe, perform, and study a range of occupations, some of |
which~they may never have considered before. . y

In terms of SCQ variables, we predict that Jewish-American children
like those in our sample will do well in a school that Ehgx rate high
in LearningVOrienation, high in Expressiveness, medium in‘Goal Direction,-

and high in Challenge.

‘The basic challenge to school personnelvworking with Irish-American

;
youngsters similar to those we interviewed is their lack of engagement

in learning, in school and outsgside. ‘Data on the girls are sparse, but

a possible stratagem for capturing the attention of the boys might be

the multidisciplinary study of sports. This is a topic that can be approached
from a variety of often-overlooked perspectivesd psychology, biology,, ' '.é l “g‘
;physics, sociology, literature, etc.. Except as “gym Lt is not-a usual .
item in the curriculum, but then the Irish students, by their « own testimony,§
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are almost completely alienated from what is|taught now. The study of
, N ,

sports would be rewarding in its own right, o course, but should be carefully

&

structured to lead“the students back into the instream of the parent

:disciplines at appropriate Junctures.

Limited personal aspirations and a low level of sophistication

about the adult world are also'characteristics f the Irish youth we studied.

Supervised workfstudyvegperiences,'outside%of Rumfield and with the approval

of parents, might be productive programs for the school to sponsor for

Jthese youths.
In terms of SCQ variables. we predict that Irish-American children *

like those in our sample will do well in a school that_ they rate medium
. : : \
in Learning Orienation, medium in Expressiveness, medium in Goal Direction,

|
1

and low in Challenge. : )

\

“The Armenian-American youths we came to know are not challenged
\

by the normal school program.- Honors programs, advanced placement, independent

-

study, etc., seem appropriate responses.' These adolegcents are also deeply
o L
. engrossed in planning and fantasizing about their expec¢ted first full-

time jobs and careers. They probably could -be enthusigptically'recruited

to relatively sophisticated studies of various occupations and labor market
|
trends,wvia both work-study and classroom approaches.
L J

These students feel a disparity between their o and,their parents'

estimates of their level of maturity. The school could move productively
into this area of offering,programs to Armenian and other \youth that emphasize
independent and autonomous completion of assignments. These programs

[

could include, but not be limited to, the self-paced maste_ﬁ experiences‘
suggested earlier. Tied to them might be a stepped up and more - detailed

system of reporting students' achievements in this programs o parents,




whose assessments of the children's maturity might thereby be favorably

A

influenced.
In terms of SCQ variables, we predict that Armehian-American

children like those in our sapple will do welL in a school that ___x rate .

hxgh in Learn;ng Or;entatxon, medium in Expre551veness, h;gh in Goal D;rectxon, ‘*3;5

o : ‘ S

and high in Challenge. o I ‘

Thé Por tuguese-American youth in our sample are repelled by various

]

remediable aspects of thexr school: the rzckety building, the outmoded

books and equipment, the rigid behavzoq code. Improving these and other
V'features of the school would probaoly increase these youngsters' interest
in it; and offer further oisproof of the hortful notion that "The Portugﬁese
are not interested in edﬁcatioo." An -attractive scﬁool boilding and'progfam
might aléo.encourago the relatiVely.maturo.Portuguose boys,.eséecially,
to direct more of their available ti;e and energy into sohoolerelated
- activities. | | |
The Pottugtese adolesoents contacted by our field workers invoﬁve
themselves in few out-of-school progfams and command a very limited knowledge
of contemporary vocational opportunitigs} Developing a community school
prog:om in the régular scﬁoolibuilding‘which woulo.then serve esseptially
as a communitf otlti-service cénter, -might make availablo:a previously
unimaginable range of "out-of-SChool" opportunities to those youth. The
community school and the regular school staffs might also -collaborate
in career education and collégé awareness proérams! emplof;ng in-school N ] ’%

and on-site components, with the goal of increasing these teenagers'’ under-

standing of the options open 'to - them.

¥

In terms of the SCQ vAriables, we predict,that Portuguese-Ameiican‘-

children' like those in our samble will do well in a school that they rate

L4

. % g3




. \ . <
high in Learning Orienation, medium in Exﬁiessiveness, high in Goal Direction,

and medium in Challerige.

Infworking with'West Indian-American youths‘iike those in our

study, frank coﬁfrontacion with the realities of discrimination in employ-

ment, housing)Aetc.,'seems called for. Theee topicS‘should be!honeetly '  ‘eg;{
and prom;nently featured in the syllab1 of approprlate coursesz such as |
socxal studies and English. Outreach to these students via a vzgoroue
community-school program, as suggested in the preceding paragraph, might -
du'ﬁtch to reduce the perceivedlpoverty of out~-of-school iearning oppcrtuni-
'eies in the neiéhborhood, and possibly result in disco#er& By the YOuths
of new interests in the>regu1ar school ﬁrogram. . "ﬂ

A sophisticated career education and college awareness program !

might be advantageous for this group also. Finally, these boys' delicate' 5 s

sense of maturity, more propetiy of;being in the process of becoming men,

mustvbe treated non-judgmenta}ly and eensitively, as suggested in greater

detasl at the end of the discussion on the Relationship Domain. ) )
| In terms of the SCQ variables, we predict that West Indxan-Ameilcan

.chzldren like those in our sample will do well in a school that they ratéb

medium in Learning Orlenatxon, high 1n Expressxveness, hlgh in Goal Dlrectxon,

.and medium in Challenge.




A.

in the preceding sectjon, th

' /
Instrument Developmént

. ; . ’ e . . \ . -
. Approximately half+4way through the ethnographic study, described
. . 4 R . .

v

X

£taff in developiné home cli

°

/

3 / 3 .
fieldwork was guided by our

i

scale Schiol Climate Questio

-
\

|

fieldworkers worked with senior project

te scales and items.

Given that their

istinq thirteen scale, seven item-per-

aire, we examined how well\those scales/items -

fit with how the case study tudentsfwere'describinq their homes and » ' J

families.

We decided that with appropriate modification, eight of the Jt

thirteen school‘climateiscal s were comparably descriptive of\the students' ‘ ,1

V. homes across the five racial/ethnic groups being studied. Thas )for

these eight factors we developed eight parallel home climate scales,

with modified or new items o describe important home episodes derived

from' the fieldwark:

" ard:

Common School and
Home Climate Scales

1.
2.

3.
4.

5.
6.

7.
8.

staff sessions dur ng which dozens of candidate scales and items were

generated, debated, evaluated, and refined.

Community-Sense of
Cohesiveness
Accesgibility &
Receptivity~Communication
Involvement-Involvemgnt
Equal Treatment-Equi y
and Factions
Learning Orientation-
School Learning’
Dealing With Probl
Dealing With Probléms
Order-Structure. :
Influence Distrib tion-’
Influence

’

‘The home limate scale and item development involved several

Independent School
Climate Scaleg

:The r sultinq parallel and non-parallel scales'

Independent Home
Climate Scales .

9.
10.
11.
12.
13.

K

Groupings . "o,
Expressiveness 10.
Goal Direction
Challenge ‘ 11.
Options v
12.
13.

60" :
65

From these we selected thirteen

Ethnicity
Out-of=-school
Learning
Agpirations and
Identity
Maturity
External Relations

K3
N
9




N scales with seven items per scale which best withstood this critique, to %
“ . . . )
"be pilot’tested. We then selected/developed items to measure certain studgnt

background characteristics-judged important to the study, such as race/ethnoity,
. * : . ! \

\,
\

national origin, ocioeconomic status (class), and gender. ‘All items weie_thén
compared to stand rd word lists for ﬁifth grade students, to‘insgée that
) - our vocabulary wo! d be understood by most seventh and eighth graders Mho
made up our sample. To complete the questionnaire we“added an already_tested,
; ‘ four item-per-scal version of our School Climate Questionnaire.
N\ In the first pilot test the questionnaire was completed by two
separate groups of twelve seventh and eighth grade students, mixed by : -
~ :
race/ethnicity, gender, and school achievement.levels. -In addition to

_;_filling out the questionnaire the students were asked to circle any word,

- phrase, or item which they didn't understand or found offensive. Completion.

immediately to hearlthe students' critique and suggestions. Based on
'this experience we eliminated one item per variable (from seven to six
items), and about three dozen word and format changes were made.

In the second and final pilot test the questionnaire was administered
to all seyenth and eighth grade students N = 131) in one K-8 school which
typifies the student mix of our'six-survey schools. The questionnaire
was then. further refined based on statistical analQSes'of the results;
including frequency distributions,’analysis of variance (for discriminant
validity), and item-to-scale correlations (Cronbach's'alpha internal
consistency reliability) For the home climate scales we selected for
use in the survey the, four (of six) items which showed both the highest

alpha values and nighest_standard deviations.(variances)u !

b

/ 2 The complete'questionnaire-as given to students is shown in

- e el

times were recorded! for each student,' and one-hour»diSeussions~were~heldw-m~w~w<f+~




TS

!

!

|
!

- Appendix A (p. 106). The item-to-varpable assignments

t
and item polarities

of the home climate and school climate sections of the questionnaire are

B.. Sample, Administration, and Scho

. P : 3 : [
shown in Appendix B (p. 124).

jl Feedback

The sampling.design as stated_in our proposal called for the

administrationiof the questionnaire to 1,000 students, made up of ten

racial/ethnic and twc gender groups, and two “school success" levels.

However, because schools were reluctant to “s;ngle out" particular groups

by race/ethnicity and school attainment levels, we dec1ded to administer :

the questionnaire to all seventh and eighth grade students in six urban,

racially/ethnically mixed, middle and ‘junior high schools. At an estimated

‘
~

students:

School

OUL D WN M

" 125 students per grade level per school, the expected sample was 1,500

students. The actual sample of.completed, usable questionnaires is 1,290

-~'Usablepguestionnaires

N

281
259
163

68
303
216

1, 290

i

TOTAL

Insofar as possible, the middle or Junior high schools attended

by the students participating in the ethnographic phase of the project

were approached first for partiCipation in the questionnaire survey. ~¢hen

senior"project staff called upon personal contacts in schools where the

student body included large numbers of students of two or more of the

from the State Department of E@ucation were examined.
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. identified, an initial call was made to the principal to invite him or’

_ ethnic:groupS;under study. Finally, individual school demographic data

Once schools were .




. . : 4 °

her to participate in the study. .Six of. the nine principals ca11§d,agreed

A : . B
to participate. o -

!‘ ) . L) . .. . ' ‘v

During a one-=hour meeting‘withithé‘principal at each survey
school the purpose of the study was expiained in more detail, procedures

‘for the admihistration'of”thefguestionnaire were revieWed, the options

- ~

for various levels of feedback were,presented, and therprincipals questions s

. I\
were answeTedm Projnct staff then encouraged the pr1ncipa1 to.convene,'
- ,

at a later date, a meeting of the appropr;ate schoo1>s§aff so that the

purpose of the study and their role in it could be clarified only two

principals chose’ to do this and these schools‘proved to run the smoothest

in terms of actual administration of ‘the questionnaire tb all seventh and.

[N

'S

eighth grade students. The principal of'one school asked that.the administration "

take place only in music c1asses, a process Which extended over three S

days as opposed to ‘the one-half day usually required in the other schools.

3

In the two schools in which teachers bad received little preparation for ° .

s

the disruption of their regular c%ass schedule, the mechanics of administering

)

the questionnaire--which involved miatching 1ndividua1 students with spe‘ "fic.
1 < <

pre-numbered questionnaires--becaae very complicated and the percentage

&
of questionnaires screened out because of incompletene%s or 1ack of clarlty

A
\
.
.

was higher (e.g., schools 3 and 4, shown above). .

During -the actual administration, project staff distributed

"the gquestinnnaires and answered student questions about the project, got
the students started, and circulated_to clarify questions.for students

who raised their hands.: Teachers generally remained in the room while

' ™.
'students Were completin the questionnaires. All questionnaires were..

collected by project staf at the end of the allotted administration time

of one class period,:and'aere hand screened to eliminate those with 2>20%
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“incomplete items, multiple responses, and/or obvious set responses (128

of 1,418, or 9% were thus eliminated). -
L L . £ o
After administering the questionnaire, project staff returned o

' ) ‘. b

to the school to meet with a small group of teachers and/or guidance counselors
to explain how ‘the outcome data (course grades, standardized achievement
test scores, attendance, suspensions, and in-school academic and social

behavior ratinés by‘teachers) were to be collected and recorded by student

¥

identification number. These. teachers were pa1d for this work

! Once th data was analyzed, it was presented in table and graph form

‘ form to each school during a»one-to-two-hourvfeedback session with the

i}

prlnczpal and in some instances h1s or. _her staff. Because of low teacher

morale in Massachusetts due to massive layoffs, budget cuts and school

.'L~

closures, none of the schools chose to have an inservice workshop on the

. study flndzngs for all staff, as 1n1t1ally planned.

Cc. ] alxsls‘

Descriptiue statistics for. the variables are shown in Tables
. y - R ,
1 through 4 (see Appendix C, p. 134). The items in Table 1 pertain to -

K student background factors Such as grad ‘level, sex, family constellation,
& ‘ .

and socioeconomic status. Tables 2 and 3 show the un1var1ate stat1st1cs

" PR

“and reliakilities of the home cllmate and school climate var1ables. The

* ¢

. /
i median 1nterna1-cons1stency relzablllty of the home clzmate varzables

is .54; and two-—Maturzty and Extern l!Relatxons are less relzable. The |
med1an relzabzlxty of the school clﬁmate variables. is .44. The general
] ¢

range of relzabxlztxes from low moderate to high moderate was antxczpatedﬂ \:

s

since the research plan called for measuring a large number of variables

on one questionnaire with moderate reliability rather than only a few

bl

with high reliability. . ' v ' ¢




/ * Other analyses are described below in conjunction ‘with the results
. . j b .

and discussion, given the ‘number and_éomplexity(of anaLyses conducted.
‘.We have placed .the main analyses of the study--home/school /climate discre-
pancies and school outcomes bygétudents'.race/ethniqity, lass'-and gender-~

last in the lelowing:sequénce. First we examine each component of these

analyses‘éeparétely;.student background characteristics; home climate
o ’ N

ratings, school climate ratings, and school outcomég. Before Nf examine

~ possible interactions among ese variables, we are first interested in

N
nd variations by students' race/ethnicity,

their separate similarities:

_ class, gendét, and ‘school.

' D. Results and Discussio

L1, Student BackgroqLa Characteristics

.

is female. Abbut two-thirds live with both parents, but about a fifth

or three sisters living ati home. Relatively few, moreover, have other

" people in the home; of these the 7% 1living wi ' théir grandmothers are

" the most common.

Parents' schooling \ranges from thosg who did not finish high

o | ' .
“school to those with graduate degrees. More of the mothers” than fathers

an mothers went to business,

finished high school only, and more fathers
’ N '

trade, or technical schools and pbtained co iege and graduate degrees.

Far more of the mothers weiewdoin unskilled work (although the conventional

ciassification of their frequent ogcupatio .as homemaker as unskilled

. is questionable). Nearly three~quarters o the sample indicated that

 the families had about as much money as other families in their school.

/ 85\ .l

R {
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\ . o ' Table 2 shows that oh average ;he sﬁudents rated their home
climates on the fa§orab}e side, that is, above 2.5 on a fou?-point scale,
'oh éll thiréeen»variables. Table 3 Qhoﬁs that they also raéed their school
favorably on average (above 8.576n the sixteen point possib%e éum) on |
‘all school climate va;iables; although their ratings of Invé}vement and
Influence Distribution on thegé scales are much lower than the average
_raéing'on tﬁé\oﬁher scales. |

Table 4,fas m;ntioned earlier, shows that fewtstudegts
have been suspé;ded. The average days absent'froﬁ school: is about twelve,
but this average is deceptivg because most studenfs were! absent less than.
five aay;, wﬁile a_fevaére'abéent many days. A

2. Home Climate

T a. Race/Ethnicity Differences

Student home climate ratinés for the ten major racial/ethnic
groups in the sample éré shown in Table 5 (pJBé). Even though their
numbe:s aré few we have added Je@ish and West Indian students to this
o list because they were inblnéed,in‘the ethnographic study. .These.twelvevraciall
j \ ‘ethnic groups differ signiéicgntly in their ratings of seven home.climate
variables; Cohesiveness, Invoivement, Ethnicity, School Learning, Out-of-
"School Lea?ning,'Maturity, and Dealihg With ProbIems; In addition, Aspirations
¢ .. ) .
and Identity and Bﬁternal Rélatiohs app:oach significanceiat the .08 and
.07 levels, respectively. | -
| Overal;{ G:eek and Fr;nch studenfs give their home climates
the highest overall ratinés, and British and Black ﬁtudents give their home
'ciimates the lowest ratings. ngish and West Indian students show the

most variation in their home climate ratings, most likely reflecting their -

low numbers in the survey sample.
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| " The home climate ratlngs vary across the thirteen

: varlablee for each rac1al/ethnic group, ‘as among racial groups for the
v .
same variables. For example, looking within the five ethnogrephlc study

groups, we find the following patterns of highest and lowest rated variables:
: \ .

Rated nghest o © Rated Lowest

. -
Irish - School Learning (52) \ * Dealing With Problems (49)
' Out-Of-SChoel Leernlng 52) ’ ’

Portuguese * BEthnicity (52)  * Qut-Of-School Learning (47)
Armenian Out-0f-School Learning (53) Involvement (49)
‘ .. * Bthnicity (52) v Equity and Factions (49)
* gchool Learning (52) Structure (49)

* nspirations and Identity (52)

© Jewish . Maturity (59) ' ‘Dealing With Problems (46)
’ Structure (58) Communication (48) '

* Involvement (56) Equity and Factions (49) ‘

Ethnicity (55) . Influence (49) _ s

* School Learning (55)

‘

West Indian Cohesiveness (56) Dealing With Problems (46) *
: : : Involvement (56) Structure (46) ‘

. t Ethn1c1ty (55)
An asterisk (*) is used _to identify the variables which received 51m11ar
high/low ratings in the ethnegraphic study of these five groups. The partial
correspondepce shown between the survey'and ethhographic results gives a
partial eross-validation of the home climate questionnaireT;~HeweverT~sem
important ethnographic characterizations of the home climetes of these groups
are not as prominent in the survey results.

b. Socioeconomic Class Differencee

Our index of socioeconomic class is the level of education

of ﬂ‘xe° students' mother and father. Five class categories were used:

1. neither parent graduated from high school (N = 228); ,
2. one parent graduated from high school (N = 285); ,
3. both parents graduated from high school (N = 480);
4. one parent graduated from college (N = 135); and

5. both parents graduated from college (N = 106).

N N X L .
1Standard‘scbres are shown; Mean = 50; Standard Deviation = 10.

LS ) -
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Analysis'of variance comparing how these five groups (total N = 1,234) rated

our thinteen home climate variables indicates no significant differences

among ‘these class categories. There is high/6£§I§hé;; hut the within group
variancé far exceeds the hetWeen group variance. This is an‘important

finding, in that it suggests[that low, middle, ané high socioeconomic class
families each show a. full spectrum in the nature and quality of their home life.

c. Gender Differences

.

Male (N = 598) and female (N = 685) students in our‘saméle
(N = 1,283) rated two of our thirteen home climate variables significantly
.differently. Males rated Communication and Structure higher than dld females.
Theidifferences are small, however, and there is no apparentAmeaning or inter-
pretation of‘this findinqielsewhere in our data.- ' |

e

d. School Differences

Student ratings of their home climates show a few 1nteresting
similarities and differences according to which school they attend, as recordéd
_ in Table 6 (p.140).  For example, Greek students rate home-Ethnicity consistently -

high across schools. Portuguese students rate home-Ethnicity high in three

schools, and average in three schools. 1Irish students rate home-Ethnicity

xow~1nr1nw3—schools——and—averaqe—in—feuf—seheelsf——SGhoel—feveeshows_the_most________

variation in home climate ratings. From the data available to us it is impossible
to tell whether these differences-reflect school, community, socioeconomic
%lass, or,other differences in the sample. what is striking, however, is'
that the similarities far outnumber the differences. of " 780 comparisons
(ten racial/ethnic groups x\six schools X thirteen home climate variables)
there are only 27 (4%) significant differences among racial/ethnic groups
in different schools; ‘This suggests'that the home climates of particular

racial/ethnic groups are overall more alike than different'across the six -
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- schools/communities in-our sample.

To test this interpretation further we compared the homé‘v
climate ratings of four racial/ethnic groups for whom our sample includes
twenty or~more students in each group attending two or more different schools;
Instead of analyzing racial/ethnic differences within schools, as reported
above, this time we analyzed differences among schools for the same group. o : }
The results are shown in Table 7 (p.141). Italian students in ‘three different - - e
schools (communities) show no significant differences in.their home climate:g
ratings.. Across.four scnools (communities) Irish students in school No. l:.

c ,rate low home-Ethnicity, where Irish students in school No. 6 rate high home-
| /S
Ethnicity. For Poktug@bse students in two different schools (communities),
‘ hthose in school No. 2 Qate high home-EthnCiity and low Out~Of-School Learning,
those in school No. 5 show an opposite pattern, rating low home-Ethnicity
~and higher Out-Of-School Learning. American students (self-defined) in three
diffe rant..schools rate four home climate variables differently-fCommunication,
- School Learning, Out-0f-School Learning, and Aspirations and Identity.
| For the four racial/ethnic groups compared here (e.qg.,
Italian, Irish, Portuguese, and American), the similarities in how each group
- in different schools rates their home climates is striking. For example, “
of 624 comparisons (four racial/ethnic groups X twelve schools X thirteen
home climate variables) there are only eight (1%) significant differences.
In a previous section we referred to Table 5'(p.139) which showed many more
significant differences in home climate ratings across twelve racial/ethnic

.

groups in the total sample. Taken together, these findings.appear to support’

a- .
the concept of distinctive home climates for particular racial/ethnic groups, e

but not for particular socioeconomic classes, gender groups, or sthools (communi-

ties). k . : ' ’ .

S
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School‘Climate

i

a. Race/Ethnicity Differences

Student school climate ratings for the ten major raciaH/
,ethnic groups (plus Jewish and West Indian students -in our ethnographic saﬁgle)
‘are shown in Table 8 (p. 142)- These twelve racial/ethnic groups differ signifi-
v cantly in their ratings of six school climate variables, Community, Learning ’
Orientation, Bxpressiveness, Challenge, 0ptions, and Influence Distribption.

0verall, Greek and Armenian students rate their sc%ool
clinates most favorably, With Black and Portuguese students giving the least
favorable ratings tovtheir school climates. Jewish and West Indian students
" -show the most.variation in their school climate ratings, most likely;reflecting

their low numbers in the Survey-sample.

The school climate ratings vary across the thirteen variables,‘g

for each racial/ethnic group, as well as among racial/ethnic groups for

the same variables. For example,;looking within the five ethnographic study
. N " v

groups, we f£ind the following éatterns of highest and lowest rated variables:

. Rated Highest ‘ Rated Lowest
Irish * Cqommunity (52) Involvement (48)
?ortuguese " Involvement (50) Community (48)

‘Learning Orientation (48)

Armenian *# Equal Treatment- (53) Groupings (48)
: *# Learning Orientation (53)
Jewish * Equal Treatment (65) Community (46)
' : ' ’ * Dealing With Problems (46)
West lndian : Learning Orientation (57) * Community (43)

* Order (56) .
An asterisk\(*) is used to identify the variables for which the ethnographic..
study predicted optimal (productive) high/low ratings for these five groups.

°c
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b. Socioeconomic class Differences

Goal Direction was rated significantly higher by the highest

socioecdnomic class group. The highest class group also rated Involvement,

'Equal Treatment, and Learninq Orientation higher, with differences'thatiapproach

significance at the .05 level (e.g., .09, .07, and .07, respectively).

c. Gender Differences
Male and female students rated nine of our thirteen school
climate variables significantly differently. Male student ratings were lower

than female student ratings for Community, Accessibility,and Receptivity,

- Involvement, Expressiveness, Goal Direction, Dealing With Problems, Order,

and Options. For Groupings, male students rated their"schoolsﬁhigher than

did female students (i.e., males perceive more stident cliques in the schools) .

'd. School Differences

The‘overallimean ratings by all students in each of the

. gix survey schools are shown in Figure 1 (p.133). Overall, school No. 4 |

is rated highest, with schools 3, 6, and 5 rated lowest. ‘The differences |
are significant between these schpols, with ratings for particular variables

that range from 45-55 (on a.scale with a mean of 50 and a standard deviation'

of 10). These findings are consistent with other studies which show that
schools vary quite widely in how their school climates are rated.

T ‘ - In Table 9 (p.143) high/low rated school climate variables
are shown for the 10 largest racial/ethnic groups in our sample, separately

by school. The pattern is quite varied, with some differences between groups

within the same schools, and some differences for the same groups among

‘schools. Of 780 comparisons (ten racial/ethnic groups X six schools X thirteen

‘.
]

school climate variables) there are 54 (8%) significant differences betwéen
racial/ethnic groups in different schools. Although this is twice the number
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kyof differences found in a similar analysis of-home climate (see p. 68), it
is a relatively small variation. Like home ‘climate, this suggests that the
'.school climates of particular.racial/ethnic groups are overall more alike
than different across the six schools/communities in our sample.

To test this interpretation further, we compared the school
climate ratings of four racial/ethnic groubs for whom our sample includes
twenty or more students inﬂeach group attending tuo or more different schools.

“Instead of andlyzing racial/ethnic‘differences within schools, as reported °

above, this t we analyzed differences among schools for the same group.

The results are ghown in Table 10 (p. 144) Italian students in three different
schools 4commun ‘ties) give different ratings to Community, Accessiblity and
Receptivity, and Equal'Treatment. Across:.four schools (communities) Irish _
students give different ratings to Accessibility‘and ReceQ::vity, Equal Treatment,
Learninq Orientation, Goal Direction, Order, Options, and Influence Distribution.
For‘Portuguese students.in two schools, Options is rated differently.. American -
students in three different schools give different ratings to Community,

Learning Orienation, Expressiveness, and Options. o

For the four racial/ethnic groups compared here (e.d.,

Italian, Irish, Portuguese, and American), there are eight times as many
differences in‘their ratings of their-school‘climates than of their home
climates. .Of 624 compzrisons (four racial/ethnic groups X twelve schools -
X thirteen school climate variables) there are 51 (8%) significant«differences.
This £inding suggests that although not quantitatively ‘overwhelming, Several
important school climate differences are experienced by the same racial/ethnic

groups in different schools.

4. School OQutcomes

For students who completed a questionnaire we collected data
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N

on six school outcome measures:
. days absent (for 1980-1981),
. days suspended (for 1980-1981);

.. standardized r scores,” converted to
z~-scores (Ach-z) to make different tests comparable;

. grade point average (GPA=course grade average
for 1980-:1981).; . : -

.. academic performance rated by teachers (see p.1l11); and

~ . social performance rated by teaehers (see p.112).

There are significant diffe:enées in many of these school outcome measures
\

By student race/ethnicity, socxoeconomxc class, gender, and school.

v

a. Race/Ethnzcigx,Differences o : ._.45"

In-Table 11 (p.145) szgnzflcant outcome dszerences are’
shown for the ten largest racial/ethnic groups in our sample. With a total
average of 11.7 days absent, Black students are absent most (21.0 days),

‘and ereek (7.0 days) and Armenian (7.6 days) students are absent least. There

are no significant differences among these groups in suspensions, proﬁably

due to the rarity of suspensions in these schools.

4
.

There are large differences in standardized reading achieve-

ment (z-scores). With a mean score set at zero, Black (-.31) and Portuguese
(-.22) students show the lowest reading achievement; French (.61), Irish
(.41), Italian (.38), and Armenizn (.38) students show the Highest reading
achievement.A ” ‘
- The students' grade point averages show small (but siénificant)j
differences,’ with Black (2.2), Portuguese (2.3), and British (2.3) students

" at the lower end, and Greek (2.7), French (2.6), and Italian (2.6) students

at the higher end of the scale.
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// / . The teacher academic and social ratings run parallel :

5f dents receiving the highest ratings.

i

b;- Socioeconomic Class Differences

There are no significant class differences in days absent

e ¥ e e

or suspensions (see Table 11, p.145). Standardized ‘reading -achievement follows
the same low-to-high pattern as low-to-high class, except for the highest class il
. -
|

rating which matches the achievement of middle class students. Teacher academic

e

and‘social’ratings»also parallel student class ratings, without exception. N L

c. Gender Differences o ' o c ‘3

£
v

. ;male-and female students vary significantly in grade
Y

point averages and teacher academic and social ratings, but not in days absenE;

suspensions, ‘or standardized reading achievement (Table 11, 'p.145). Female u
. : -t . u.z; : ‘
students receive slightly higher grade point averages (2.5) and teacher academic

(2.1) and social (1.9) ratings than dg malé students (2.4, 212, and 2.1, . '

respectively).

d. School Differences . - ‘

There are several differences in school outcomes, within l

and among schools, according to students race/ethnicity, socioeconomic

class, and gender. For example, in Tabl€ 12 (p.146) we identify racial ethnic

socioeconqmic class, and gender groups that score differently on particular -

\

sqhool outcome measures; separately for the six schools in our sample. " Each

No. 2 there are racial/ethhic differences in days absent and standardized
reading achievement, and in teacher academic and social ratings; and gender

differences in suspensions, standardized reading achievement, and in teacher

|
|
|
school is characterized by a distinctive profile. For example, in school

&
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ic and social ratings. In sharp contrast, School No. 4 shows no signi-
- ficant differences-in any of the six outcome measures, either by race/
. ethnicity, class, or gender. School No. 6 is interesting in its parallel

ratings for Italian and Irish students: Italian students receive the highest

grade point averages and|highest teacher academic ratings, Irish students receive

R

the ‘lowest grade point averages and the lowest teacher academic ratings. f

[

In Table 13 (p.148) “we compare the school outcome mea- i .
¢ . ,

sures of four raCial/ethnic groups for whom our sample includes twenty or

more students in each group attending two or more different schools. Italian

students who attend three different schools differ significantly in days

absent: suspensions, and teacher social rating.j Irish students who-attend

L
\ four different schools differ significantly in,grade point average, and in

teacher academic and social rating. Portuguese students who attend two differ-
) .7

i ent schools differ significantly in grade point average. American students

\ ! N /

‘who attend three different schools. differ significantly_in days absent and

\

o grade point average, and they approach.significant differences (at .the .08 : N\
o -

. level) in standardized reading achievement.

: ‘ Taken together, these findings 1ndicate that difrferences

in school outcomes by students' face/ethnicity, socioeconomic class, and
. ~ - . Q

v e : .

gender vary significantly both within schools and hetween schools. They

further indicate that the nature and extent of such variation is highly school

speCific--each school exhibits unique profile or pattern of differential

/
effects on particular rac1al/ethnic, class, and gender groups.

i

4. Interaction of Home ahg School Climates With School Outcomes ;—

\ a. Introduction , ’ .

v'\\ As reported in the preceding discussion. students in

\ our sample show significant variation by race/ethncity, socioeconomic class, )
X . [}

\ ! 75 ~—~ . “.,

) . 50 I
Ec\ | o




gender,“and school in many of the home climate, school climate, and school

/

outcome measures used. A major hypothesis of this study is that if we control

for sociqeconomic class, gender, ahd other student backgroundvchara teristics,

much of the variation in school outcomes by race/ethnicity will be accounted’

for (corrblated with) by discrepancies between the students' rat; ngs of their . .

home* and school ‘climates. We further conjectured‘that some home-school climate

discrepancies miqht correlate with *low outcome scores (i. e., appear to depreSS

ji -
léarning and social development), whereas othérs might be related to high outcome

scores (i.e., arpear to promote learning and social development; see'p.gS).
.and complex analyses,conducted-to test these.and related'hYpotheses. To

assist the reader, the following gdide is given beforejwe plénge into the .
details of these analyses. In Figure 2 (p.133) we diagram two possible explana=-
tions of how‘home and school climates right interact Qith (affect{ school
‘outcomes. _ |
. fhe "ethnic discrepancy model" represents interactiohs
.such ‘as those discussed in the preceding paragraphs, in which home and school

climate discrepancies “int\xact Wlth" (affect) particular racial/ethnic groups'

school cutcomes (when the other ‘variables or interactive paths are controlled

ﬁhﬂ . This model repraesents the centr:. hypothesishof the \study. . ' ,

l
1
In this section we report on several rather involved ~
In the "home and school climate model,'| separate (i.e.,

model has been validated in' several previous studies. including tudies conducte-
ed by the principal investigators of this study. It was from such studies
that we develsped the ethnic discrepancy model, as a possible refinement

of that more established model.

-~




In the following analyses (partial correlation and stepwise

s . .
_regression), the variables were entered as indicated in the stables referred

to in.the text. Mosqﬁof the items in Table 1 were entgred séparately, but

a §ocia1 class index was constructed for gertain ana;ysew by éllocating one -

point for each parentbwho had graduated from ﬁigh school and one point for

each parent who had graduated ffbm college; this scale ranges'frdm 0 to 4.

Some ana}yses were compﬁted sepérately for eaéh of the resuiting five groups,

and other analyses employed ;hishéocial classg variable as quantitative.
Social cléss and 6ther studené background Eharaéteristics

) s 4
shown in Table“l can be considered unalterable variables that school staff

have no power to influence. The purpose of entering such variables into
3 F

the analyses is. to control o}ipattial out their influence, so that the R \\\\\\\

impact of school and home climate, independent of the control varfables;'
-

can Re analyzed. To make the statistical control process as precise as possi-

Ble i} the multivariate regression analysis (i.e., to renove confounding
of the background from the climate var@gbles), alllbackground variables were
transformed to binary O, 1 variables representing all categorical inﬁormatioﬁ
in the background v;;iableé. As an initial‘éxaﬁple, it can be said that

sex £§$§éggféhtly a bg;ary variable and is coded O for males and 1 for females.
érade levél,'hoﬁever, varying from sixth fhrough ninth requirés‘transforming
the four possiﬁle values- (6, 7, é, and 9)‘to three bingry variables. The

first variable is coded 1 if the student is in sixth grade, 0 if nots the
second variable is coded 1 if the student is in seventh grade, O if not;

;he third v;riable is coded 1 if the student is in the eight grade, 0 if

not; and hint@ graée‘statué is indicated in the regression constant éince

a zero value on the fi:st three variables is sufficiént to idenéify the studernit

as a ninth grader.
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The 1mportant point of this statistical procedure is

that it extracts all possible categorical/information from 11 the background

Q

variables. 1In the case of grade level for example, it tak s into consideration'

not.only the possibility that outcomes may not only be affezted linearly by

rising grade level but also that Grades 7 and\8 may differ from Grades 6

and 9 or that any one:of the Qrades may differ from thF othe\ three. Thus,

A v . ‘ . ‘ !

all such effects are controlled in the multivariate regression and partial-
‘ ' i

. . ‘ . /- . Lo ‘ | o

correlation analyses.
lOtherlanalytic features are explained witr the results,

3

but the general stategy can be noted here. Since their are m}ny varijables
b
entering the analyses, they may tend to exploit chance; five out of a hundred
on average mightlbe'expected to beisignificant at the .05 level by chance
I alone. For this reason, multivariate tests in the form of multiple regressions.
are first run to test this possibility. Then the'specifio simple correlations
are displayed; Inuseveral cases{ simple correlations are presented‘even' _ T
though the mutliple correlations are not significant so as not to deny readers
o who are interested in certain relations ‘o who micht have a priori Hypotheses
that they.wish to-test. A look at these results is thus‘undenied, but. the .
multivariate problems should induce extrafinterpretive caution in several instances.y
The key idea of thehmain analysis is school-home climate
d;screpancy. To ‘calculate. this discrepancy the home and schocl variables
’ were first standardized to z-scores w1th a mean of zero and standard deviation ¢
ofmunity-to'place them on the same scale.,Then the\home climate variables’
~ were subtracted from corresponding school variables for eight of the ’ ‘45

, thirteen parallel scales (see p. 60). Thus the climate discrepancies measure

the degrge to which the school is rated hiéher than the home in a normative

.
+

standardized metric. The chief question of the primary analysis is depicted
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; _ ‘ ,
%p/Figure 2 (p.133): "Are the relations b twee discrepancies and school

1 : Most analyses were run|separat ly for each gthnic group.

by

Ethnic group is defined as the one that thé student\listed as his or her

: \
primary rqgot for the ten largest groups.
b. Ethnic Discrepancy Model ’ .

roots. The discrepancies for Involvement/ Equity, Learning, Problems, Structure,

1n Table\ls (p. I50). ) ’ 3 N

[

higher than their home on' Access and Influente. Italians more often rated
their schoal higher than their home on/ Community, but lower o Involvement
and Inflgence.‘ POrtuguese‘and French/more often rated their school lower

than their home on - comm ity. Irish more often than others rated their school
higher than thelr home o /Communlty,/but lower on Involvement |and Learning.

Greeks more often ;ated thelr school higher than- their home on Learnlng.

other groups. '
e

Table 16 (p. 151) shows the results of multiple regressions

steps: family structure, the school-home discreggheies, the primary roots

79




I'd

“

ethnicity variables, and the igtéractions 8f ethnicity and disctepahcy vari-
ables. The four.multiple correlations qu each school outcome show the ambuhi
of variation associated with the four suécesgive equations.

| | Five of ﬁhe.six_sets of complete multivariate results
are significant, which. s more attributable to thé larger sample size than to
thevmagnitudé of the relationships. The first column of . entries, fdr'exaﬁple;
Show that reading achievement is signiéigantly associated with family structure
an& remains‘significahtly aésociated as the discrepancies, primary roots,
and interactions of discrepancies are entered in stepwise sets. The number
of suséensions‘is the only outcome of thé.six that is not significantly related
‘to the fdar sets of independent. variables.

. .
Before turning to the specific correlations for each

ethnic group, the correlations between school-home discrepancies and school

v

outcomes for the total samﬁle should be cqnsidereé. These are shown in Tablefl?
(p. 152). | of fhe 48 correlations of eight discrepancies and six outcomes,
nineteen are significant at or beyond the .05 level. éince this nuﬁber‘ié
iabout eight times greater than the 2.4 that might Se expected by chance (.05

X 48 = 2.4), the results éannot'be attribuied to chance alone. Even sc,

‘the correlations are small; and the’largeétvtwo in the table are .11, either
of which accournits for only. about one}percent of the varian;e in the respective
outcomes for thg total sample, o

;: The specific correlations in Table 17 show that students -

who rated their schools relatively higher than their homes on Community were

. less often ab;ént from school and scored higher in reading achievgment. Those

who rated the schools higher than their homeé-onvAccessibility and Receptivity
were less often absent and were*given higher"acédemic'and social rating by

"thEir teachers. Those.who rated their schools hjgher than their homes on

K L

1nvoIvement scored lower in reading achievement. Students who rated their schools
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higher than their homes on Equity show less absence, and higher grade point
avetages, higher academic and social ratings, and -higher reading achievement.
| Students who rated their schpolfhigher an their home on
Learning Orientation.received.higher social ratihgs.l Those. ;t rétedlfheir
Schools higher on Dealing With Pfoblems had higher grade,goint averages.
| Students who rated their gchools higher than their homes
on Structure wefe suspended leés often aﬁd had higher grades, social ratings,

- .

and achievement. Those thég\rated their schools higher than their homes
on Influence received lower grades and hgd‘lowér achieveﬁent scores;*
The 48 correlations of sdhool-homé discrepancies with
school outcomes are shown for thé ten largest ethnic grou;sfin Tables 18 through'
27 (p§.133-162). For reasons meﬁtionéd éarlief, all 480 correlations are
shown in the interest of comprehensivenéss; but many are excluded from the
subsequent discussién, nameiy; those that are insignificant and those that
conform in sign to those noted in the immediately preceding section.

Tabie~18 {p. 153) shows that, for Armenian §5udents, the -~ -
school-home discrepancies-in Community are more highly correlatéd with: grade
point'average, ac;demic and social ratings, and achievemehés foi other groupé.
Higher school-home discrepancies in Eqﬁity are also ﬁore strongly associated
.with higher attendance’and fewer suspensions.» Higher/school-pomé discrepancies
are neqative}y,associatedvwith achievement'for Involvement, Equity, and étructure.

| For Blacks (Table 19, p. 154), higher school-home discrep;n-
ciés with respeet‘to Community are associated with higher grade point aQerage,
. higher academic ahd social ratings, and higher achievement. H%gher discrepancies
in Dealing.&ith Problems aré also more hgghly correlated for Blacks with |
. suspensions and achievement, and for Structure with achiebemeﬁt. In additfon:
greater discrepancies wigﬁ.fespeCt to ;nfluence 3re associated witlr fewer

suspensions for this group.
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For those that reported their primary roots as American

(Table 20, p. 155), greater school-home discrepancies for Accessibility

_and Receptivity is associated with academic rating, and‘Involvement i§ assobiated
with greater absenée and lowerigoc1a1 rd%ings_by teachers. Greater discrepancies
in Equity is associat;d with higher grade pqint g?erage, academic énd social
rating, and échievement.l Dealin; With Problems is a;sociated with more

fréquent absence and higherlgrade point average.

For Portuguese students (Table 21, p.156), greater discrepancy

in Community is associated with highgr’achievement. Greater discrepancies

in Accessibility and Receptiv;ty are associated with higher less absence, and higher

éfadé point averages, academic -ratings, and achievement..‘Higher ratings

on Learring Or%Fnation ére associated with IOWerlachievement} éreater discfepancy
with respect to Structure is associated with a highef academic géting by

teachers and highef aghievement.

- - Table 22 (p.157) shows the only correlations that sighifi-

cantly reverse those for the total group. For French students, higher academic

-

yatings by teachers as associated with lower discreéancy ratings oq Accessibility
and Receptivity, Involvement, and Equity. In addition, higher social ratings
are associated with lower discrepancies on ;néolvement. In the expected'
‘difection, higher discrepancy on Invoivementvis angociated with less abseﬁce.
For. the British samples (Téble‘zs, P. 1605:vgreaté;
Accessibility and_RéCépéivity discrepanqies are associated with higher less
absen;e,‘higger grade point avefage,<and higher-acadeﬁic and social rating.
Greater discrepancies with respect to Structure are associated with greater
ébsende; and greater Influenée discrepancy is associated with lower academic

ratings.




.ForvIrish students, higher Community discrepancies are o
assoc%ated with lower academic ratings (Table 24, p. 159); ‘Higher disciepancy
. on Learning is associated wiéh highér soc;allratings, and on Dealing with
Problems with achievemet. ‘
Tabielzs (p. 160) shows that'for-Greek Students, higher -

discrepancy on Involveﬁent is associated with highef susbenSions. |

| fable<26 (p. 161) shows the results for a combinea ethnicv
group that is among the ten largest in thé saﬁple—-IrishfItalian students.
Highgr discrepancy on Accessibility and Receptivity, Eqﬁity, Learning,
zand Dealing With Problems are assoqi;ted with higher grade point.averages.
ﬁigher academic raﬁings are associated with greater discrepahcies in Learning
Oriéntation and Dealing With Problems for ﬂ’xisn group. In addition, higher " ‘
‘ academic and higher sdcial ratings are also associated with the‘highérvdiscreJ
pancies‘in Learning and Dealing With P;oblems. s

For Italian students, higher discrepanqies in Community. and

. Involvement are"associatedAwith'IOWer achievement (Table 27, p. 162). Higher discrepancy

in Learning is associated with less absence, higher grade point average, and-
higher social rating.- Higher discrepanc§ in Dealing With Problems is

‘associated with less absence and higher suspensions. For Structure, higher

discrepancy is associated with higher sqciél rating.
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C. Home and School Climate Model

,~\

Figure 2 (p. l33) shows a second model éb; examxnxng the posszble

influence of home and school climates on learning and othér school outcomes. ‘ |
Instead of focusan on ethnicxty, the model assumes that ce>‘ ain school and o
home climate variables ax; conducxve of school outcomes for all\groups, controlled ‘w
for family background. Thisg assumption may be considered more scléptifically

. ) . , , N

parsimonious and educationally practical than the first, since it woalg\depend

on general social-psychological laws of learning that extend across groubc\

[ 4

and that could be efficiently applicable to all groups rather than requiriné\
special programs for each group. Prior research on school climates in Australia,
pahada, India, and the United States suggests_that such is likely to be the

' case (Haertel, Walberg, and Haertel, lQBll. Such vAriables as Goal Direction,.

Satisfaction}'and Cohesiveness are consistently correlated positively with
learning outcomes, and'Disorganization,'Cliques, and Ftiction are consistently

negatively correlated with learning across a great number of conditions,ahd

I ~

types of students. 3 /
Tableazé (p.163) shows that the background varisbles, home

climate, and school climate yield statistically significant multiple ‘correlations -

wlch five of the six school outcomes: Reading Achievement, Absence, Suspénsiops,

Teacher Academic Rating,'and Teacher Social Rating. The climate variables

as a set, however, are not significantly correlated with Grade Point Ayeraée.
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\
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-~ v ““) . § .
' The multiple correlations as a set aré -lower °than have been

found in previous studies. The lower qorrelations'may be attributable to

three factors. Most past work on le',afrnihg correla{ions has emplojred the

R

classroom climate rather than school. climate as the unit of analysis, on

the assumption that tba studené is likeiy tq encounter both stimulating and
uﬂstimulating classes within” the saﬁé\échool. This research has séecifically
associated the climate of a class in a suoject ﬁith achievement scores in

thé subject. The present study, in contrast,~asscciates general school climate
with a general index of achieveﬁent, which ﬁay show an hndifferentiated and
attenuated - influence.

The second factor is the grade ievel of the students. Seventh
and eighth graders do no; haQe as much'perspect;ve 6n schoo} climate as have
high school st@dénts who have had more teachers and who have attended more
schools, namely elementary, and in many caseé,‘juniér or middle schoolé.

- The third factor, mentioned earlier, is the low to moderate

internal consistencies of the school and home climate measures. It was noted

in a previous section that a deliberate choice was made to measure more vafiables

with low to moderate reliabilitx.rather.than few with high reliability.

Notwithstanding these problemé, many of the correlations in

_ Tables-29 (p.164) and 30 (P.i65) are statistically significaht at conventional

levels (.05 and .01) even when controlled for the family background variables.

as well as one another., Even though small, the correlations are in plausible

©

directions that bear out previous research, and are considerably larger on ' .

’

average than those for the ethnic discrepanchQ;del.,“-
ha

Table 29 for example, shows t the significant simple and

more fﬁlly controlled partial correlations of school climate and reading

-

_test achievement, are positive for Community, Equal Treatment, Expressiveness,

—~ - 85
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' Goal Direction, Challenge, Dealing With Problems, and Order.

2

Goal Direction, Challenge, Dealing With Problems, and Order, and negative
for Influence Distribution.
in general meaning to classroom climate variables that past research shows;

to be consistehtly poSitive-and significant iearning correlates, nameiy
Cohesiveness, Satisfaction, Task Difficulty, Formality, Goal Direction, and =
" The others generally correspond to those that previous research :

Democracy.

shows to be negative correlates, namely, Friction, Cliqueness, Apathy, Dis-

orgaoization,'and Favoricism. It should be emphasxzed, of course, that these
correlations, thod?h.significant, plausible, and consistent with past research,
are relatively small.

One home and school climate Variable--Iofluence Distribution--
has not been investigated in past studies; and 1t is negatively assoc1ated
with reading achievement. The greater the level of student Influence, the -
lower the level of reading achievement.D |

Absence is correlated negatiﬁely with Community, Involvement,

. 'Suspension-
is correlated negatively with Community, "Involvement, Learning Orientation, ¢
Challenge, Order, and Influence, but positive;y wich Groupiné (in the sense

of cliques and factions). These patterns suggest that suspended and absence-

prone students find the school climate alieﬁating. v

Grade point average is not slgnxfxcantly correlated with school

climate. Perhaps variation in grading standards across schools explalns
v - T
\\ . : e -
Both academic and social ratings, howRver, are significantly

this finding.

1

. correlated with gimilar patterns of school climate variables: .Community,

’ ) -
Accessibility and Receptivity, Ihvo}vement, Equal Treatment, Learning, Express-

' . . . 4 .
iveness, Goal Direction, Challenge, Problems, Order, and, only in the case -

86

Several of| these school climate variables correspond
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of teacher social ratings, Influence Distribution. This pattern of correla-

e

tions is similar to that of reading achievement, and to generally corresponding

variables in previous'research.
> + p:k
The highest partial correlations of readlhg achzevement are

“among the home climate variables Aspirations and Maturity (Table 30, p.165).

Students who perceive their homes as encouraging these traits tend to score -
& "

higher on reading achievement tests. Encouragement of non-school learning

in the home is also poeitively correlated with reading achievement. High'

°

Cohesiveness in the home, however, is negatively'asspciated'with reading

achievement.
= A lack of emphasis on School and Out-Of-School Learning in

. o ’
~the home is associated with both absence and suspen91onsr§'Aspiratibn emphasis

in the home is positxvely correlated with grade po' ”}g‘age. The teacher

Influence Distribution. In addition, School Leaf : f- ity are signi-
-ficantly associated with teacher academic rating,
cantly associated with teggher social rating.

onhe question that can be raised about the results in this S

-

section concerns the generalizability of the results across the various ethnic

groupe. In view of this possibility thé partial correlations‘of school climate
with school outcomee both controlled for home climate and family background

were computed., Those that are significant at the .05 level for any ethnic

e
L

group and that reverse the correlation or that are not sighificant for the

. .
total sample are noted in this section. These partial correlations indicate .

- - - - o

variables that seem to especially enhance or detract from school outcomes.

a

© ° For Armenians, the partial correlation of school Goal Direction
/

7 : )
was -.56 with the academic rating by teachers. School Goal Direction is
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also partially correlated -.52 with the social ratihg by teachers.
For Blacks, school Challenge and Learning Orienation are partially

correlated .34 each with grade point average. Home Communication and Involvement

.

are correlated .38 and .33 respectifely with social ratiné by teachers. \;i
. . ’/ .
For students who listed their primary roots as American, home

\ .

Méturity and‘attendaﬁce are corrélatéd .23 and home Aspirations and suspegsions
are correlated -.23. Also, for this group, school Involvement is correlated
-.25 with suspensions, and Equal Treatment is correlatgg\;31 with grade point

averagél
) . ) )
‘. For_I:aliﬁhs. home Communication and Involvement are correlated

. . ‘ A
-.20 and -,21 with suspensions. 'Home Involvement is correlated .37 with

achiévement; and school Equal TZeatment, Learning-Orientation, and Goal Direction
are correlated respectively .21, .27, and .26 with grade point average.
Two partial correlations stand out significantly-for Portuguese.

School Community and Expressiveness are correlated respectively .27'QNd .29

4

with grade .point average. ‘

. { : -
T , For French students, hcme Irfluence is correlated .45 with
: . ' . . . . S ) *
absences.’ School Options and Dealing With Rroblems, moreover, are correlated -
-.39 and .38 with grade point average for this group. - &»
P m} .
only one correflation is outstanding for British studentdcf<$

‘Home External Relationg and absences are correlated .33.

%} _One partial correlation stands out among the Irish sample.
- 3 A
o - ] ' . . )
School Accessibility and Receptivity and suspensions are ‘correlated .21. -t
s & - . . - \f\ .
. For,q;egks. school Equity arnid suspensions ar¢ correlated -.80., Y

‘In addition, home Involvement and suspensions are correlated -.74 and .78,

respecﬁively, with suspensions and grade point ave 4ge. * »// o
No partial correlations are outstanding for Irish-Italian
students. - ' ; 88 :
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E. Summary and Interpretation

|
£ :
i
|

1. Differential Student Experiences

Students in the ten largest;groups in the sample vary signifi-
cantly in most of the school outcome measures used--by}race/ethnicity,
« lass, and gender groups ‘with the w1dest differences show1ng .up in reading
achievement. By race/ethnicity, students dlffé; in days absent,
'reading achieveme:t levels, grade point-averages,a and\teacher academic
and social ratings (but not by snspensions). By socioeconomic class, they
differ in reading achievement, grade point averages, and teacher academic

and social ratings (but not in‘days absent or suspensions). There are

. A - -
fewer differences by gender, such as in grade point averages, and teacher

kd

- ‘ 0 e s . . _ ~ —
academic and social ratings (but ngt in absences, suspensions, or reading

achievement). For class and gender the differences correspg%d to..those

\

‘found in prior research, with class and outcome levels running parallel,

and with girls doing better than boys in teacher grades and teacher ratings.
L ) ] B /
The variation in school outcomes by race/ethnicity is‘of
N ‘«\ . ‘ ) o ‘ 1
particular interest in this study regarding equity in multiculturaI schooling.

‘For the ten largest groups, Black and Portuguese students show the- lowest
/

-

-~

o school outcomes, w1th French, Grebk, Irish, and Armenian students placing
at the higher school outcome levels. However, before jumping to conclusions

aﬁout particular groups,'it is important tovdote that .many of the.school

outcome levels for particular racial/ethnic (and class and gender) groups

’

also vary significantly by school. Within certain schools there is wide’
‘

variation in schdol outcome levels by race/ethnicity (and class and gender).

\ where in other schools there are few of no differences in school outcome

1]

leyvels., Also, among.different schools attended by the same_rae;alﬁsthnic

groups, %chool outcomg levels vary for the same groups.




;r These results are hxghly +chool spec1f1c, 'with each school
v’
showxng a unique profile or pattern of differential effects on partxcular

that for school'outcomes, school differences are more pronounced than differences

racial/ethnic (and clags and gender) groups. They.do suggest, howeverﬂ

by student racial/ethnic, class, or gender group. N g '\

Students in the ten largest groups also vary s1gn1f1cantly
in how they rate seven of thirteen home clxmate varlables, and six of thxrteen
school dlimate variables. As with school outcomes, there are unique within-
group a&d between-group differences:¢ Howeuer, while particular raCial/ethnic
groups &ate their homes quite'sinilarly across schools, they more frequently

i ’ - : .
rate tﬂeir schools differently across schools. But again, each school 1E' ‘
‘shows A unique profile or pattern of ratlngplfor particular racial/ethnic '//
__g_oups. Reggi!ang the home climate ratings by class and gender, within, //
group ifferences'overshadow between group differences, suggestcing that /
familxbs show a full spectrum in the nature and quality of their home l;f
regardless of socioeconomic class group and gender. /

The most striking overall'finding in these results is that

school! differences overshadow gtudent. racial/ethnic, class, and gender —_—

., differences. in school outcome levels and school climate ratings. wﬁis -~

is both good news and bad news.} It is good news because schools can measure
. i /

.

and in'rove-(alter)'their school climates for all groups,'@hile/they have
lxttle or no 1nfluence over the racial/ethnic, class. or gende mix of

the;r tudent, bodles,'or over their students' home climates. It is bad

- v -

news b cause it confirms that schools vary consxderably in e levéls of
GQULtﬁKLHGQUitY which they provxde to students of varylng 7Eckgrounds.

“ds foﬁﬂdfi??prlor research. ‘ : / o T e e




2. Ethgt"Dzscrepancy Model .

' ‘!{
. (\whough sxgnlfxcant, the many home-school discrepancies and

‘- —

\
sub=group school-Outcome'correlates found in this study are modest and

v

varied, showxng few meanin ful patterns for any particular sub-grpup across .
N ) / \‘ X
N ‘

schools. However, the%fdo tend to support the notion that certa1n home-

r

school d1screpanc1es appeagyto work agaxnst learnxng and social development,

other home-school discrepancies appear to promote learning and social

Jlopment. For example, a tally across home-school d1screpancy/school
ou&#ome correlates (Tables 18—29, PP. 153-164) shows that. for the ten largest.

. racial/ethnic groups, 47 of 64 (73%) of the home school discrepancies found :
/ Toe
/ .
correlate with pos1t1ve school outcomes (e.g., lower/absence, h1gher ach1eve- »
ment) , when the school is rated higher than the hoze. For the remaxning
‘ : it s

17 of 64 (27%) honie-school discrepancies, negative School outcomes emerge

d¢¢9;1erg;, higher absence, lower achievement) when the school is rated higher

3

than the home. This suggests that for all groupé a higher—school-thanf
home clrmate StlﬂUlateS 1earn1ng and soeial development in most, Cases.,
and th in, generai schools should oontlnually str1ve to improve their ’

climatés for all students. I ' » ' T ;

-
{

.
/

k?“\ ' However, the precedth also suggests that for particular sub-

groups, certain higher-school-than-home climate factors may work against learning
! . . . ) a ,

and .social development. In these casés schools should carefully investigate

such possibilities, and work with individuals and sub-groups according to

e

/
thexr partzcular needs as they come to be better understood For example,
Involvement and Influence are the two home-school variables most frequently
. - ‘

associated with negative effects on outcomes, when the school is rated -
' I

higher than the home. Thus, for some students with low home Ifivolvement

and Influence,~speéial-assistance may be required for them to respond positively
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to higher levels of Involvement and Influence at school.

<

! fTaken as a whole this data gives modest support to what we
call an ethnic discrepancy model, but the paradigm requires further empirical
confirmation before more definitive school (or home) implications are drawn.

3. Home and School Climate Model

&

The data gives more suppo;ttto what we call a‘homé and school
climaté modei. Takeh as a whoie the survey daga suggest§ that both the
school and home climate variables can indépendently héve poSitiQe infiuenges
on school outcomes for all studehts. ‘With respect to school climate, Higher
levels of perceived Community, EqualcTreatment, Le;fning Orientation, Express-
iveness, Goal Direction, Challenge, Problem Solving, énd Order are generally
and significantly associated with favérable educational consequénces. with
respect to homevclimage, higher levels of perceived emphasis on Out-of-
School Learning, Aspirations, Identiéy, and Maturity are associated witﬁ
favorable school outcomes. This q?ta suggeéts that general imprévements
in both home and school climates for all children, rather fhan special
tréatment for separafe sub-groups, are more justifiable.

The stétistical signifi&ance and magnitude of the ieéults

o

are higher for the independent home and school effects than they are for

!

the ethnic discrepancy effects. However, the home and school effect correlates

H

are lower than found in previous research probably"because, as discussed
_earlier, the students.are younger than those in previous samples and thus
have a more narrow frame of ref;rence since they know lessrabout other schools
and familiesl"In addition,.the climate of partiéular claéses is more closeiy
associated with learning than is the genéral school climate, since students -
may encounter both good and poor classes within a scﬂool. Lastly; the validity

of many of the scales was reduced by the need to'limit the number of items on
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each scale to keep the questionnaire length to a reasonable time for admini.--

tration and still investigate a large number of background and climate variables.

[=]

These results, honetheless,_are interesting and important

‘Bécéuse they éonfirm, and are buttfessed by, a large bddy of research on
schogl and home climates that show positiye influences of both environments
-on cognitive; affective, and behavior learning of a11<student§. When the
data are exahined‘separately for each of the:six_survey schools, ﬂowever,4

some differential ;chool éffects emerge fof students accprding to their
race)ethnicity, socioeconomic class, and gender. Variations by race/ethnicity,
clé%s, and gender in students' school climate ratings and their school odtcomé
scores, bdth withih and between schools, are striking. The pétterﬁ% are

i

highly school specific with éertaiq groupé favored in some schools but
‘not in other schools. '

| Such differential school effects suggeét a need to‘modify
ogr simple hdme and schéol climate model. mﬂis possibility is discussed
in the following section in which we reexamine the survey data, in light
-of tﬂé results of the ethnographic cdmponent'discussed in,the preceding .

section. It is to this "data synthesis" and our final conclusions and

”
recommendations that we now turn.
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IV. OVERALL SUMMARY, CONCLUSIONS AND IMPLICATIONS

a. summary: of Findings

" As stated ih the Introduction, this study is concerned'with more
effective ﬁulticulturéi.schooling--with improvements io_teaching, learning,
and social development in schoolS'which serve students;érom varfiog racial/
-ethnic and nationel origin backgrounds, Dozene of studies have.documented
»continuing inequities in’edpcational opportunity and educational attainment,
particulariy for many racial/ethnic minority students who attend "mainstred$t-
American schools. '

. Some of these studies heve drawn ‘'upon %omehand neighborhood socio-
cultural differences to explain'euch:differential school success; However,
there is a comhon bias in this literature which.assumes that such student-
environment differences are inherehtly counterproductive to student iearning -

L3 . -
- and social development. In this study we investigate the home "climates"

e
and school "climetes" of severalyrecial/ethnic, socioeconomic classg, and

gender groups. The central idea behind-the.study is that certain incongruities
(oifferenCes) and certain conéruities (similarities) between the home and

the schoof may actually etimulate learning, where other home-school incongruities
and congruities may work against learning.‘

In the ethnographic component of the study, which came first,

our focus was on the home climates of five racial/ethnic groups. For each

group the adolescents (and«parents) studieo in each community were found

to perceive their home climates io siﬁilar ways. In addition, their (modal)
perceptions,of our thirteen home climate variables*differ dramatically
"and systematicelly for each particular group. Given such sharp differences

in home climates, we proceeded to predict how certain groups would rate their
home climates in the sutvey, and the degree of variation in school outcome 1=veis

‘\ . -
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.forvth; questionnaire survey sampleé’we speculated on the optimai school
,.climates fbr each grotp._

Rgcial/ethniqxgroub differences in hoﬁe climate perceptions were
found in the qﬁestionnaire survey results for seven-of thirteen Qariables
(with two more variablgs approaching significance). Though significant
aﬁd confirming, these differences are less dramatic than those found.in
the ethnographic component. Similarly, there is c§rreépondencé between
the (ethnographic) predicted and (survey) home climate ratings in only
one-third'of,the cases where the group/variable sample®¥oincide. These

}aisparities are understandable given the limitations of the four-item-per- ~
variable s;ales used in the survey, compared to the extensive desc;iptioﬁ
and interpretation possible (given)_in the ethnographies. Howa#er, the

v % Survey results also4iq§icate that stg&ents of the same racial/ethnic group
who attend different ;chools ih different communities show a fairly consistent
pattern in how they’characterize their hpme climates. Despite some variations
within groups, this data suggests thét students who idéntify themsélves

2
with a particular racial/ethnic group, in terms of their "primary roots",

. .
. N
share in a common "ethnic character" of their homes.

The same cannot be said for the home climates of different socio-

economic class and gender groups. By class and gender there is much more

within group variation than between group variation. This'suggests that

- families of all socioeconomic class levels show a full specﬁrum in the.

nature and quality 6f their home life, and that the modal home experiences

of male and female adolescents are more alike than different.
The prediction from the ethnographies of racial/ethnic group )

differences in, school outcome levels is also confirmed by the questionnaire

AY
survey results.\\?or the ten largest groups there are significant differences
X .
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in days absent, (standardized) reading achievement, grade point averages, \\\

and teacher academic and social ratings (but not in suspensions). However,

' many 6f the school outcome levels of particular groups vary significantly,

as do their school climate ratings, according to which school they attend.
In addition, students of the same racial/ethnic group who attend different
schools.verylsignifiCantly in cettain outcomeylevels, and in their ratings
of thei; school climaté._ Such school differences actually oGershadow student.

racial/ethnic (and socioeconomic class and gender) differences in school

" outcome levels and school climate ratingsf

In analyzing relatlonsh.ps between the (survey) home and school
cllmate ratlngs and school outcome levels, the stat1st1cal significance

and magnitude of the correlations are highest for independent home and

'school effects on school outcomes. However, the results also show some

v

home-school climate discrepancies correlated with“certain school outcome
levels for the ten largest racial/ethnic groups‘in the sample. For example,
the highest correlatlon (.60**, or 36% of the variance) indicates that ‘
for Armenian students, signlficantly highe: school Community than home
‘Community is related to higoer reading achievement (see Table 18, p. 153).
Actually of‘the 64 home/school di;crepancies found to significantly correlate
with school outcomes, 47 (73%) are related to positive school outcomes

(e.q., lower absence, higher achievement), when the school is rated hlgher
than the home. .For the remaining 17 (of 64, or 27%), negative school outcomes
emerge (e.g.,‘higher absence, lower achievement) where the school is rated
higher than the home.

B. Conclusions and Implications Drawn

To summarize, the major conclusions of the study are:

9% w
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1. Inequity in school outcomes is confirmed: There are significant
differences between racial/ethnic (and class and gender) groups
in the sample in days absent, (standardized) reading. achievement,
grade’ point averages, and teacher academic and social ratxngs
(but not in suspensions). ¢

2. Some schools are more equitable than other schools: Many of the
school outcome levels of particular racial/ethnic (and class
and gender) groups vary significantly, as do their ratings of
their school climates, according to which school they attend.

3. schools vary more than homes: Adolescents who identify with parti-
cular racial/ethnic groups describe their home climates with
striking similarity, yet markedly differently from other racial/
ethnic groups. In contrast, students from the same racial/ethnic
groups who attend different schools-in different communities,
characterize their school climates quite differently. By socio-
economic class and gender groups, students' ratings of their
school climates vary much more than their ratings of the1r home
climates.

4. Schools and homes both affect school outcomes: The statistical
significance and magnitude of the correlations are highest for
independent home-climate and school-climate. effects on school
outcomes for all students, irrespective of racial/ethnic, socio=-
economic class, or gendexr groups.

5. Home-school discregeneies affect school outcomes: For particular
racial/ethnic groups who rate their school climates higher than
their home ‘climates on specific variables, such "discrepancies"
are correlated with positive school outcomes (e.g., lower absence

- and higher achievement) {n 73% of such cases. For the remaining

27% of similer discrepancies, negative school outcomes emerge

. (e.g., higher absence, lower achievement) where the school is
rated higher than the home. Though significant, these correlates
are modest and varied, showing few meaningful patterns for any
particular sub-group acrogs schools.

Conclusions 1, 2, and 4 are the least surprising to ue, as they
confirm p;ior research and our experience in working with schools on school
and racial/ethnic climate improvement. Conclusion 3 is somewhat surprising
in the sharply distinctive "ethnic character” of home climates depicted
by particular racial/ethnic groups; the sharp contrasts which characterize
the home climates of differeht racial/ethnic groups; and the large within’
group variation which suggests that a full range of home-life quality is

experienced by adolescents across socioeconomic class and gender groups.
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| Our biggest surprisé is in Conéludion 5, for which our data
is least certain, but more tantalizing. We did expect.to find home-school
discrepan;y effects on'géhool outcomes, and even though we challenged a
commoh bias which assﬁmes that all such diéc;epancies are inherentiy counter-
productibe, we are surprised at the direction and extent of positive
discrepancy effects w;ich we found. To repeat, in apfroximately three~
fourths of the cases where the school is rated higher than the home on-
particular variables, sucﬁ discrepancies are'significanfly correlated with
positive school ougcémes.
—_
Th%s §uggests that if school climate levels are kept high on
all dimenions, students from home climates with less Challenge, less Structure,
less Cohesiveness, etc., may actually be stimulated by_such}discrepanéies
in most casee to higher levels of learhihg énd social development--regardless
of racial/ethnic, socioeconomic class, or gender group. At the same time;
however, schools must be sensitive to the possibility that for particular
groups, higher school-than-home clim;tes on particular variables ﬁay work
‘against learning and social development. An example given in the preceding
section concerns siudents from homes with low Involvement and low Influence
who may need special assistance/counseling in responding positively to.
a school environment of high student Involvement and Influence.
| Given the absence of ciear patterns by particular racial/ethnic
(or class or gender) groﬁps in either the number or direction of such home-
school discrepancy éffegts, we wonder if dis;inctive patterns migh; emerge
if studied in specific schools. We did find differential school effects
in schooi outcomes and school climate accordinb to students' race/ethnicity,
4

class, and gender. Thus, it may be reasonable to expect similar, school-

specific patterns in home=school discrepancy effects for particular racial/ethnic,

a




&,

class, and gender groups; Unéortunately; our samples of students matched by
background, home climate, school elimate, and school outeome data ate too
small for such a school-By-school'analysis ny-specific sub-grogp9a

Limitations, éﬁalfficetions, and speculations aside, even a
coneervative interpzetatien of.the study results, which conﬁi;m\prior : o
'researcn, suggests that general school climate improvement shoula benefit

’

most students irrespective of their backgrounds. The same. can be said
]

of home climate imgiovement} but’es we stated at the outset our \
focus as interventioniste ie on impreving multicultural schooling. We
leave home intervention to those more fémiliar and éomfortable with such )
an undertaking, and the issues involved. .
We do advocate, however, that while.schools strive to iﬁproVe
their climates for ell students; that they sharpen their scrutiny of possible
home~school discrepancies‘wnich maf inhibit learning and sociai'development
for particulat etudents. Such scrﬁginy can begin with the school staffs'
experiences and insights, or it can begin with'a student survey similar
to that given in this study. 1In our exéerience the student survey is a
- preferred beginning becauge the data it can produce stands a better chance
of penetrating the veils of myth and taboo which often shroud pqssible
sub=group inequities in schools-~they are often denied, but seldem discussed.,
The s;mplest‘student survey .for getting at general-schoel climate ’
improvement, and to investigate possible sub-group ineqnities, woqld consist
of the SChooi Climate Questionnaire, plus questions on student background,

such as race/ethnicity, §9cioeconomic class and gender items. In the analysis,

the overall student ratings for the thirteen school climate variables would

‘- .

be broken down by these student background characteristics. Similarly,

important school outcome measures such as absences,’ suspensions, achievement -

-
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test scores, grade point averades, gtc.,:would also be brbkenqdown by the
same student background characteristicsi

By inspection, relatively low_school outcome levels and schooi
climate fatings for certain racial/ethnic, Cléss, or génder groups can
be readily identifiea. where they exist. If such inequities are found,
the “next step beyond genéral school climate improvement (when warranted
from the déta) would be a second-level~inv§stigation based‘primgrily on
experience and insiéht. To broadéh éuch'séihtihy and tokinsure follow~-
up action we advocate the use of one or more (10-15 member) student-staff-
parené improvement team(;); to manage the entiré process.

For example, supéose that a student-staff-parent improvement
team administered such a student school-climate/school-outéome survey'iﬁ.
a school, and found that of ten racial/ethnic groups which comprise the

® . ‘ R .
student bddy,'two groups systematically showed the lowest school outcome
levels_aﬂd school climate ratings. Viewing this as inequity of attainment
and satisfaction, the next issue to be';ddressed is possib1e~inequity of
oéportunity_for these two ggoﬁbs. In the absence of any érecise methodology
frpm.this or other studies (e.g., ethnic discrepancy analysis of the‘survey"
results with home climate ratings), this further investigation can proceed
in discussions between the team and:(stu&ent, parent, other) representatives
of the sgb-groups in questiont If skillfully managed, such discussions
can proceed through tyéicai stages such as venting frustratiqns, circular
blaming, dehiél, and rationalization--to mutual problem-solving. From
here,‘fhé course of events will be highly site-specific, ranging from effective
to‘iﬁeffective diagnosis/action;

At this point in this report we are edging up .to a transition

P
from the study findings, conclusions, and implications to a recommended

.
.
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process of school interventioh. _This takes us to Volume III of the study,
Practitioners' Guide for li.chieving' Equity m Multicultural sehobls." In’
the Guide we summarize the study fi;dings,.and we present the details of
the step-by-step process wﬁich we began to describe in geeeral terms above.
. For those who wish to delve further into the .implications_ of the study
findings for'(multicultural) 'school improvement, we urge yoﬁ pick up from
here with Golume_III. o o .

For these with research intetests,'we encourage attempts to
reélicate and refine the study as suggested_herein. To assist in further
investigation, and to repeat our interpretative cautioﬁe, in the following
section we discuss methodelogical limitations ahd issues of this study.

& N
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V. - METHODOLOGICAL LIMITATIONS AND ISSUES N foms
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Overall, we found a'one-third level of correspoqgﬁﬁce between the

o ethnogranhic findings and prediétions, and thé questionnaire results-- P
: “ . .
not a very 1mpressive ratting average, Also, while finding some provocatiﬁé

. relationships among home-school climate discrepancies and 'school outcomes
" in the ‘survey, no systematic patterns \emerged for particular racial/ethnic,

class, or gender groups, as we expecte ». We suggest the following possible

reasons for such disparities: ) -

a

“~

. ' ™1. The students who partic pated in the quantitative study
‘ self-labeled themselyes with respect to ethnic group member- :
' ship;, students in the qualitative component went through
X a much more refined process of assignment tosethnic groups.
¢ It is possible that many childrent allocated ‘as the result
of their answers to a few questions would be differently
classified by fieldworkers who knew more details of the
youngsters' family histories.

o g 2. "Home climate™ . may be very crudely measured by the Home
( Climate Questionnaire (HCQ), despite the impressive reli-
ability statistict obtained for the instrument in pilot
tests. The HCQ was devised by the qualitative-field staff,

s ‘ * .yet it is possible that the same workers.devxated from
+ Tab9-definitions of variables in ‘'writing their ethnographic .
reports. .

- . _ /
. 3. School "outcome variables" were undeniably roughly measured,
- : since the project did not administer the same tests in
rall six of the cooperating schools. Outcome measures
derive from ratings by indiwvidual teachers, the.school's “”
ovWn testing programs, and grade point averages that reflect
-differing standards and conventions, from school to school.

[

- -

4. In the survey our procedure for determining home-school
. . climate discrepancies was first to normalize all scales,.
‘ then to subtract the home climate- ratings from the school
f : climate ratings for’ individual students. While reasonably
parallel, the eight common home climate and school climate
scales are .not identical. This rather crude methoé%logy
may simply have obscured or otherwise distorted relationships
left undetected, or may have generated spurious correlations
, which render our interpretations questionabfe.

~ . -
-~
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The inter-ethnic. coritrasts in the qualitative data that so impress”

us may be explained other than as demonstrations of ethnic group differences-
1. The field staff may have been ideologically committed  to “finding“

ethnic specializatioﬁs and contrasts. There is no doubt that
each field team wanted to present its group as a functioning
and rational sub-culture in its own right, and that regular
staff meetings permitted limited exchange of information about
thebcommnnities<amonq the fieldworkers. However, these meetings
dealt mostly with field procedures and theoretical issues;
what each- team was discovering was seldom shared, to most members'
dismay. Almost all of the field teams' data analysis, writing,
and editing was done in isolation from each other. It is hard
to imagine how the results could have been deliberately or
even unintentionally tailored to contrast with each other..

2. what are proposed as inter-ethnic contrasts may actually be ,
social class- differences which our crude survey questions obscured.
Many U.S. studies comparing class and ethnicity find the former
"to be more powerful, and certainly the families we studied ,
are not immune from such effects. Nonetheless, among tie given
ethnic groups studied, those of similar soc‘oeconomic status
contrast strongly in terms of their reported impressions of
family functioning. For example, most of the Portuguese and
West Indian families are economically pressed, and the adults
share similarly low levels of education, yet household dynamics
and attitudes towards education differ considerably between
the two. Similarly, the Irish and Armenian families are mostly
lower middle class, yet their reported home environments and
expectations of school contrast markedly.

3. The families in several of the groups, especially the .Armenian
- and- Portuguese, and to a less. _extent the West Indian, are relatively

recent immigrantse to the U. S. It is reasonable to propose .
that certain of the home climate differences we report may
be due to generation of arrival here. The ethnographies show
that aspects of the perceived home climates of each of these
three groups are related to their.newcomer status, but also
that the three climates themselves are singularly different.
Additionally, the Irish a~d the Jewish fami'ies, almost all
composed of second and thi~d generation parents and their childneg:
are al=o~very different ffrom each other. .

\
" *

We conclude, therefore, that inter-ethnic differences in perceptions

“

of home climate exist, and that more convincing quantitative documentation

of such contrasts awaits subsequent and more’ sophisticated research efforts.

- o

Some readers undoubtedly will be offended that in this research, in

which we discuss the youngsters not as indiGiduals Qith spiéific strengths

v
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and needs, but as members of ethnic groups. The school must worh with

each child as a person, ,such critics maintain, not'as the embodiment

of purported tendencies that he/she shares with other5~of approximately_

the same background. JDealing with chi%fren‘as memhers of ethnic groups

is a form of stereotyping,'no matter hou benignly intended, they maintain:
‘To- these anticipated criticisms we reply, first, that this and most

prior’research documents inequities in theSeducational attainment of i}

N ! .
students according to their racial/ethnic, socioeconomic class, and gender

ba"kgrounds. Such differential school effects warrant -continued investigation

. that will help explain such inequity, and how to- reduce it. Second,

and as stated earlier, we assume that children in all ethnic groups encounter
patterns in their environments. related to their group membersh%p, yet
simul taneously conform to general "laws“ of development that affect all
growing humans, therefore, they are likely to _perceive and pexrform in -
school to some extent. in accord with their ethnic experiences.

Third, we believe that a knowledge of documented ethnic differences

may help educators gain'reliable first-order approximations of the likely

3

'_needs, skills,- and characteristics of children from specific ethnic back-

grounds, from which they can move to more precise formulations of appropriate

EEL

programs for the youngsters as indiViduals, this contrasts with current

tendenCies to deal Wlth ethniCity via stereotypes, or by pretending that

it is irrelevant. Fourth, we believe that knowledge of ethnic differences

] )
by l'outside“'professionals, such as educators, is not inevitably destructive

or degrading to members: of specific groups, as critics of studies of

ethnicity seem to imply; a teacher can use his/her knowledge of students'
. &)
kS
"roots" to help these students understand :and build upon their heritages,o

for?example. Finally, we reject the notion that research on any topic.
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should be banned for idecoloyical rc¢asons, uQIGSS a proposed inqdiry can

A,

be shown as likely to harm the sample or total population of persons

on which it is focuscd. We believe that the pfcsent projcct‘harbors

: o
no such dangers.

R A .1 7ox provided by ERIC ' - . v .
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Appcndix A: survey Questionnaire; As Administercd To Students

'QUESTIONNAIRE FOR STUDENTS

L

The purpose of this questionnaire is to find out how students schools’
and homes affect their education.

This is a questionnaire. It is not a test. There are no correct
answers. It is important that you give your own honest opinions
to the questions.

We do not'ask for your name so -that your answers will be confidential.

-You should be able to complete the questlonnalre easily before the
end of this class period. There is no need to hurry.

Read the directions before ycu start to answer the questions.
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SECTION I |

-

In this section we are asking questions about you.
Remember: We do not have your name, so your answers are privaté.
DIRECTIONS

1. For each question, circle the number next to the best answer and write
a short answer in the space provided, if asked. -

2. For eﬂample, if the question were:

What kind of school are yeu in this year?

1. Elementary
.2. Middle School or Junior High School
* 3. High School

o

' You would circle the number "2", for middle school or junior high school.

-

3. Circle only -one number for each question.

4, Piease answer:thouthfully and hoheetly. » ) -

1. What grade are.you in this year?

. Sixth grade .
. Seventh grade

. Eighth grade

. Ninth grade

B w N

2. Are you a maie (bey) or a female (girl)?

1. Male
2. Female ° -

3. Do you now live with your parents?

live with my own mother and father.

1. I

2. I live with my mother and stepfather.

3. I live with my mother only.

4. I live with my father and stepmother.

5. I live with my father only. :

6. I live with guardians who are not my father or mother.

4, Do you have brothers who live at your house how? (If they are in college,
count them as living at your house.) '

None

One brother

‘Two brothers

Three brothers

Four or more brothers

VB W
.

-
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5. Do you have sisters who live at your house now?

count them as living at your house.)

. No sisters

. One sister

. Two sisters

. Three. sisters .

. Four or more sisters

U B W N e

6. Not including your brother(s), sister(s), and yourself, are there any other

children who live at y®ur house now?

l. None - .

2. One other child

3. Two other children

°4., Three other children

5. Four or more other children = |,

(If they are in college,

o ‘ ;
2 Vo e L ]
.

\

7. Do any other people live with your family in addition to your parents or
guardians, brother(s), sister\s), other children, and you’.

tenants.)

1. No, no one else lives at my house now.

2. Yes, these other people live at my house now:

They are: a. Cousin
b. Grandfather
c. Grandmother

d. Aunt
e. Uncle
f. Friends

g. Others (name “them)

(Do not count

What .do you think is the highest level of schooling completed by your parents

' or guardians? If you are not sure, make your best guess.

8. Father or
Male Guardian

(circle one

number)
Did not finish high school ‘ . ° 1
- Finished high school ' 2
Business, trade, cr technical school 3
Some college but did not graduate - 4
Graduated from college 5
More study after college but did not finish 6
Received advancedvdegree for graduate stﬁdy~ 7

9. Mother or'
Female Guardian

(circle one

number)

Rt J » ) SR ¥ | Y - U % T 6 B S
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- Which of the following names comes closest to describing the work that your parents
or quardians do? If you are not sure, make your best guess. If retired, or out of
work, what did they used to do? : '

10. Father or 11. Mother or

A Male Guardian - Female Guardian
(circle orme (circle one
~ number) number)
> -
. Unskilled Worker, (such as laborer,
' house cleaner, homemaker, orderly, ¥
kitchen worker) ¢ BTN _ 1
Semiskilled Worker (such as, machine \
operator, assembler, garment worker, v :
driver) . 2 \ 2
Service Worker (sﬁch as, police, fire-
fighter, hair dresser, school. aide, E
waiter, waitress) .3 : " 3
Skilled Worker or Craftsman (such as, -
carpenter, electrician, plumber, _ \
jeweler, technician) ' 4 ' 4
Salesperson, bookkeépef, secretary, .
office worker, computer operator : 5 _ 5
Owner, manager, or partner of a small
business, lower-level governmental - . .
official ) 6 . 6
Professional réquiring a gollege
- degree (such as, engineer,
elementary.or secondary teacher, , .
social worker, réegistered nurse) 7 7
Owner, or high-level executive in a
large business or high-level .
government agency . ‘o 8 8

Professional requiring an advanced
college degree (such as, doctor,
lawyer, college professor)




12,

13.

- of work now, describe the kind of work she did last.

14.

15.

16.

°,
3

Describe in a few words the kind of work your father or male guardian does.
(For example, machinist in a factory, house painter for a contractor, runs
his own insurance agency, high school teacher, etc.) If not doing this kind
of work now, describe the kind of work he did last.

a

, N

Describe in a few words the kind of work. your mother or female guardian does.\\\\\\
(For example, salesperson at a department store, nurse in a hospital, housewife,
runs her own bookkeeping service for businessmen, etc.) If not doing this kind

~

1. Mostly A's and B's

2. Mostly B's and C's

3. Mostly C's and D's

4. Mostly D's and FP's .

How much money does your family have, vampared to the families of other
students in this school?

1. More money
2. The same money ’ . ,
3. Less money

What kind of marks do you get -in school?

Thinking about your classes this year, at what level do you think the school
has placed you in your grade? .

1. I am with above average students in mbst of my classés.

2. I am with average students in most of my classes.
3. I am with below average students in most of my classes.

115
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17. Here are descriptions of students “"who do ‘well in school work," and students
"who do poorly in school work." Read both of them carefully, and then decide
which of them best describes you, in your own opinion.

The student who does well in school work is proud of what he or she achieves
there. He or she learns as much as possible, is interested in many school
subjects and activities, and completes school work thoughtfully and completely
: without reminders. 1In class, this student takes part in discussions and
1 cooperates with the teachers and other students. i

The student who does poorly in school work is not very proud of what he or
she achieves. He or she learns much less than could be expected, with the
natural ability he or she has. This student is uninterested in most school
subjects and activities, and must be reminded by teachers to complete school
work. In class, this student may not pay attention and may be afraid to
speak up. . '

_ In my opinion:

.. 1, I am very much like the student who does well in school work. 33
“2.. I am a little bit like the student who does well in school work. g;;
3. I'am a little bit like the student who does poorly in school work.
4. I am very much like the student whp does poorly in school work.

Generally, how do you think “your teachers in this school think bf you?

1. My teachers think I am very much like the ‘student who does well in
school work.

2. My teachers think I am a little bit like the student who does well in
school work.

3. My teachers think I am a little bit like the student who does poorly
in“school work.

4. My teachers think I am very much like the student who does poorly in

school work. - ) ;
. o . §
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20,

L

Here are descriptions of students "who get aiong well in school” and students
"who get along poorly in school." Read both of them carefully. and -then

.decide which of them best describes you, xn your own opinion.

The student who gets along well in school lxkes school and is usually well-
behaved. He or she is liked by most of the other students in the school, and

some of them are his or her good friends. He or she has many interests outsxde '
of school, and as a person is self-confident, reliable and honest.

The student who gets along poorly in school finds school an unpleasant place to’
be, both in the classroom and with the other 4tudents, ‘and he or she may often
get in trouble. He or she may have a few friends among the other. students, but

" he or she is not generally well-liked. This student has few interests outside

-

of school and really does not think very much of himself/herself.

" In my opinion:

1. I am very much like the student who gets along well in school.

2. .1 am a little bit like the student who gets along well.in school. -
3. I am a little bit like the student who gets along poorly in school.
4. 1 am very much like the student who gets along poorly in school.

Generally, how do you‘thxnk your teachers in thxs school think of you?

1. My teachers think I am very much like the student who gets along well, in schoo
2. My teachers think I am a ligtle bit like the student who gets along "well t
in school. "
3. My teachers think I am a little bit like the student who ge‘s along poorly
in school. .
4. My teachers think I am very much like the student who gets along poorly
in school.. , ‘
|




- .

and many of them spoke some other language than English.

What language:or languages did your father's ancestors speak?

What language or languages did your mother's ancestors speak?

Whet languages are spoken in your. home today?
1. Only English is spoken in my home. -
2. English and the following language (s) are spoken in my home:

-

.

What languages, other than English, can you speak?

Where was your mother living when you were born?

1. In the town or city I live in now. (Na.me it

2. In another town or city in Massachusetts. ‘(Name it

The ancestors of almost all people in the United States lived irn other countries,

3. In another state or territory of £he United States. (Name it

4. In another country outside the United States. (Name it

Where do you think your father was born?

1. In the town or city.I live in now. (Name it

2. In another town or city in Massachusetts. (Name it

3. In another state or territory of .the United States. (Name it '

4. 1In another country outside the United States (Name it

LY

Where do you think your mother was born?

1. In the town or city I live in now. (Name it

2. In another town or city in Massachusetts. (Name it

3. In another state or territory of the United States. (Name it
4. 1In another country outside the United States. (Name it

Where do you think your father's parents were born?

1. In the United States (name the places, if &o_u can:

.

y» [ S .

2. In another country (name. the country, if you can:

113
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29.

30.

31.

32.

33.

Where do you think your mother's parents were born?’

1. 1In the United States (name the places.l if you can:

2. 1In another country (name the country, if you can:

What do you think best describes your family's "roots?” That is, what is
your family's origin or background? (For example, Swedish, Puerto Rican,
Polish, Black or African, etc.) . ' ‘

My family's “roots" are:

How do you think your father would describe his "roots? "
He would say his "roots" are: C .

- . .
How do you think your mother would deséribe her "roots?"

She would say her "roots" are: ‘ ' -

If I had to des¢ribe my own roots, I would say that I am mostly:




SECTION II . - \ e

The purpose of thzs section of the questionnaire is to find out how you

feel about your school. i T

0

- Again, your answers are confidential, so give us your own thoughtful, honest

answers.

e

. 2I3ECTIONS - | | -

.

for uc:_h stat_m%: go through the following steps:

| 1. Think abou: how wo].i the sta:eniin: describas you£~schoo1.

’ 2. Circle one number o: each stacsament accozding to the
allwing instructions: i
};;" Cizcle L “1s you strongly disagno with the staeome.
Circle 2 12 you disagree “k&t‘ the statement.
Szcle 3 i: _gu wi:h the sucnment.
| ) Circle 3 12 you stromaly agres with the sta:mnt. '
F é, 3. For example, if the sctatement wére: &&P
) e &9@
] ¢§$ $§9 o
o & & &
. Students in this school are ffiendly. 1 2 3

. You would circle the number "1" if you "strongly disagree"
. 'with that statement.

l, 115




1.

10.

11.

12.

13.
14.

15.

a——

P

Students would rather be in this school chan in any
other school.

Studants can get good advice in this schwol when
they need it.

L]

Oon most days students 1oqk forward to their classes.

k 12

-

Students here get the m;rks they earn. -

Students feel left out if they're not part of a

gtoup in this school.

. Learning is more important than marks in this

school.

Students are encouraged to discuss their own:
ideas freely in classes.

/

No one really~knoﬁs the goals of this school.
Students here do as little as they have to.

-
People here usually avoid admitting that problems

exist.

Students know axactly whaL will happan when they
break a tule.

The same students always end up togethet in the
same classes. -

Students help make the tules ih this school. -
The students here have a lot of school spirit. |

People here make you feel that you're wasting
their time when you ask for help.

. 4

~
"




17,

; 18.

19.

20.

21,

1]

, ‘22,

23.

24.

' 25.
26.

;; 27.
_ 28.

. 29.

30.

- useful to them after they leAve this school. A

Most students here would bs, upset if they came
to school and found a lot of equipmant Hnst:oyed.

Only the smarter students ever get the bést
teache:s. .

\La
Students need to belong to a group to b iked
in this schbol. '

[} ' to . l

Students here learn many things that will be

Y

People. in this school are ;ﬁ:aid to speak out.

This school helps students to set goals for
themselves. .

1

This school doesn't demand enough from the
students. o

. Students here talk openly about school problems.

School rules afg broken so often they're

cnsidered a joke.

This school has something to.offer to students
with many different interests.

Students need permission to do almost anything
in this school.

‘People in this school only look out for themselves.

.

Students seldom talk to the principal unless
they re in trouble.

‘ Many students he:e would ptate: to avoid lchool.

Studnnts in this :chool are treited tairly.

122
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“

!

3k. There are too many fights between groups in
_ this school.
32, When studonts come to this school thay learn a lot.
33. Students can be themsolvos in thls school.
- ‘ ) 9
. 34. Most students feel that this school . helps them
© meet their own goals. :
' 35. No one in this school th.i.nks the work is very -
vimportant. . .
', 36. In this school, ﬁbthlng‘is ever done about problems.
37. Thg school rules are fair aﬁd'reasonable.
38. Students can choose to belong to many clubs and
h »activxties in this school. e
39. 'Students hayo little say in planning school
C actlvities.
kY G . .
40. If someone walked around school all day feeling bad
about somathing, nobody would even notice.
4l. Most people hers wlll tako enough timo to listen.
42. . Few students who are able to stay after school
s ever do. .
43. 'Certain groups of students in :his school are looked
’ down on. .
44. People hero tand to label studonts by the group
® they're 1n. ‘ N .
45.

"Thls school teaches studnnta how to doal wlth
all kinds of people. - '
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/ ' 4

Learning is enjoyable in this school.

' 46.
- 47. Studenf.s; often work against what this ‘
school is trying to do. - 4 '
' 48. Most students work hard in th;s school only
before tests are given. s 4 ’
' 49. The same old problems are never solved j.n : ,
this school. 4
:"‘SO. E:veryc:ne msderstands the rules in this school. 4
51." Students here have very few chances to make
. new f:iends. 4
' §2. Student government has no pagwer in this school. 4
« . . l" .
B f\
.
-
. ’
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SECTION III

. The purpose of’this seqtion is to find out how you feél about your home.

. Circle one number for each statement, as you did in the last section

1l z
<
‘
& Q@Q ?lz '
; <
> S
. 4 W
& & >
< o <
& & @ o

1. My family has a lot of fun together. 12 3 . 4

2. It's hard for me to talk to other members .

: of my family. ‘ . o 1T 2 3 4
3. Often the members of my family go out:-together. - 1 - 2- 3 4

! &
4. I know quite a bit about my family's roots. T 2 -3 4
. . . : L. . N : N

5. «When there's a fight in my family, I usually _ A=

' get blamed for it. S 1 2 3 - 4
6. My family would be upset if I got bad grades. 1 2 3 4

7. My family ehcourages me to read a lot ,
. when I'm not at school. _ ' L ~ 1 2 3 4

8. The people in my house think it's , _
important for me to go to college. 1 2 3 4

9. My family tries to protect me too much. o 1 2 3 4

D)

10. You can_never seem to find anything when

you need it at my house. : 1. 2 3 4
11. My family has.cleér rules for everyone. . o 1 2 3 ' 4
o 12. It's very hard to change the way. my family : ' . k o {
S ‘does anything. ' . - 1 2 3 4
120




13,

14,

15.

16.

e
i

advice about theJ.r problems.

. e‘ach other pretty well.

really understand me.

thJ.ngs together,

17.\I'he _‘older members of my family tell

18.

BN

. 19.
20,

21,

22,
- 23,

24,

- trouble\in school.

4

—to-do after school.

f:.xed x replaced quickly. v

want tT \

!

9
&
&
4 .
&Y 9
‘People come to members of my family for
1
The people in my family get along with
1
The other members of my fanu.ly don't
1
'The members of my fanu.ly do very few
1
us very little about the family's roots. 1.
Sometimes people at my house yell at me.
when I haven't done anything wrong. 1
My fa’mil\ly would'b,e ‘upset if I got into .
: 1
The p op'ile in my family seldom teach .
me ho to do new things around the house. 1
I hav ' a pretty good J.dea of what I want :
' 1
‘The other members of my family feel it's 3
4 all right for me to be alone in the house. 1
If som thJ.nq breaks at my house, it is :
1
I am allowed’ to watch ™v whenever I
1
‘ ‘ vl ' " ‘
. The members of my family usually accept
1
1

- _1deas from each other._

My fami Y keeps mostly to itself.

My houge is a friendly place to come
back to very day.

~121
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X
Q‘Y
4 &
o 4°
& P @
< @ i
PR R
- When I get in trouble I can discuss :
it with members of my family. 1 2 3
29, Everyone in my family helps to take
- care of the house. o 1 - 2 3
- 30. My fam:.ly likes me to be friends with
. kids who have the same roots we have. 1 2 - .3
p N ' .
31, When something goes wrong in our family,
the ‘same person usually .gets blamed. - 1 2 3
32. The people in my family keep after me
- to study a lot. . ‘ - 1 2. 3
33. The people at my house want me to ask them - |
guestions when I don't undegstand ‘something. 2 3 4
34, I know I must do well in school if I W
' amtodowellmhfe. 1 2 3
35. My, family allows me to make my own decisions
about what clothes to wear. - o T 3
36. If we're having visitors to our house,
everything is ready_when they-arrive. 1 2 .3
, : 37. At home I am allowecli'to watch any TV _
> ‘ program I want to. : 1l 2 3
38. The other people in my family seem very | )
~ interested in my wishes and ideas. ' 1° 2 3
j\v - - . " .
! 39.' Neighbors and relat:.ves are- always. coming . i,,,,“«_.‘~ : _ ;
\ . and going at our house. S | 2 3 45
| L . iy
.40, It seems like the people in my family are ‘ ' '}
always finding fault with me. .“““ X 1 2 3 4
41. I can talk eas:.ly to the members of ‘ ' ,f '
T ' my fam.ly o ' , R 3 4 R
Q 42. The members of my family enjoy playmi 3 - -
4

ames: together. : ) -1 2
J T .




I feel p;r:o\ﬁ to tell 'people about my
family's roots.

My family expects t:oo much of me for
a person .my age.

My parents encourage me to do extra things at
school, like music, sports, and clubs.

The ‘people in' my family think it's important
to have activities or hobbies outside of
school. B

The other members of my family are not very
interested in what kind of work I will do
when I grow up. :

My family has rules about when I have to
be home. '

" At my house we fight a lot about what
TV programs to watch.

At meals, we have to wait until eireryone
is served before beginninq to eat.

I can think of several ‘times when I
was able to help malee an important
‘family decision. ’

Someone from my family is always active
in the Parent-Teachers. Association (PTA) -
at my school: °




‘Appendix B:  Survey Questionnaire:;, Item-td-Variable Assignments
and Item Polarities of the Home and School Climate Sections.

HOME CLIMATE ’QUES'PIONNAIRE

Final Survey Draft ,
April, 1981 , t

RELATIONSHIPS

A. Sense of Cohesiveness

1. My family has a lot of fun together.
T 14. The people in my fam:.ly get along vuth each other pretty well.
27. My home is a frzendly place to come back to every day.
— 40. It seems like the people in my famzly are always finding fault thh me.

B. Conmumcation

— 2. It's hard for me to talk to other members of my family.

~— 15. The other members‘of my family }don,.'t really understandme. , ‘T
28. When . get in trouble I can discuss"it with members of my family.
41. I can talk easily to the members of my family.

C.: Involvement . l . -

3. Often the members. of my family 9o out together.

:A —— ,16'. ,"l’he members of my: family d ew th.'l.ngs together.
| 2‘9.‘ ‘Everyone in my famzly helps to take care of the house.
.42. ‘ The members of my fanuly enjoy playing ‘games together.
D. Ethnicity |
4. I know quite a bit about my family's roots.

S —17. The older members of my family tell us very little about the family's roots.

30. My family likes me to be friends with k:Lds who have the same roots we have.

| 43. I feel proud to tell people ahout my famly s roots.

‘:- E. Bquity and Fact:Lons

-- 5. When there s a fxght in my fam:.ly, I usually get blamed for it.
' - 18. " Somet:.mes people at ny house yell -at me when I haven't done anythmg wrong.

-— 31. When something goes . wrong in our fanuly , the same person usually gets blamed. :

= =44, ‘My family expects too mnch»of me 'for a person my age. o
EMC ) ‘. . ] R . - {,"‘ . !\.' o0 124 . to ) . i . " . ,'
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ToLan

.. 7. My fepiily encourages me to read & lot whem I'm.not at school.. . . . s

PERSONAL DEVELOPMENT

A. School Learning o 7 , ) .

6. My family would be upset if I got bad grades.

© iy

19. My family would be upset if I got into trouble in school . s
.32.' The people in my family keep after me to study a lot.

45. My parents encourage me to do extra things at school, like music,
sports, and clubs. . :

B. Out-of-School Learning

13
read.
35

— 20. The people in my family seldom teach me how to do new things around the house. )

33. The people at my house want me to ask them questions when I don't understand
something.. . _
-~ W

46, The people in my family think it's important to have activities or hobbxes
outside of school.

c. ‘is_.girations‘ and Identity

8. The peopi'e in'.‘my house think it's important for me to go to college. '
y '21.. 1 have a prettY good idea of what 1 Iwant to do' after school. |

34. I know I must do well 1n school if I am to do well in life.

— 47. The othe# members of my family ‘are not very 1nterested in what kmd
of work I will do when I grow up. .

C. Maturity

— 9, My family tries to protect me too much. .

22. 'rhe other members of my family feel it's all right for me to be alone
" in the house.

35. My family allows me to make my own decisions about what clothes to wear.

48, My family has rules about when I have to be home. .
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ORGANIZATION

A,

A.

A

Dealzng Wxth Problems

Structure

Influence

e

10. You can never seem to fxnd anything when you need it at my house. %.

23. If somethzng breaks at my house, it is fixed or replaced qumckly.
36. If we're having visitors to our house, everything is ready when they arrive.

49. At my house we fight a- lot about what TV programs to watch

P

ll. My family'has clear'rules for everycne.

PERAP! ;'

24. 'I am- allowed to watch TV whenever 1 want to.
37. At home I am allowed\to watch any TV'program I want to.
50. At meals, we all. have to wait untjl everyone 1s served before begxnnzng

to eat.
-

12. It's very hard to change the way my family does anything. : .
25. The members of my family usually accept_ideas from each other.
38. The other people in my family seem very interested in my wishes and ideas.

51. I can think of several times when I was able to help make an important
family decision. ’

. External Relatiehs :

13. People come to members of my family for advice about their problems.
26. My family keeps mostly to itself.
39, Neighbors and relatives are always coming and going at our house.

S2. Someone from my family is always active in the Parent-Teachers Assoczatlon
(PTA) at my school.

13§ I
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Doma;n, Variable, and Item Statistics for the 1977 Student School Climate
Questzonnazre , , : : .

SCﬁOOL CLIMQ?E DOMAIN ONE -- RELATIONSHIPS - ' ) ‘ T

Relationships involve feelings and opiniens about how séudents, teachers,

administratois and psrents get along with and support one another.. Relationships

include the fallowihg‘variables and questionnaire items:

A. COMMUNITY: Perceptions of the level of friendship and mutual support school

members feel toward each other. N
ITEM/ ITEM/
MEAN VARIANCE VARIABLE* DOMAIN**
2.41 .74 , .53 .42 1. Students would rather be in this school
‘ o ) _ . than in any other school.
2.61 .90 .63 ' .51 14. The students here have a lot of school
: " spirit.
2.51 .65 .59 ’ .48 27. People in this school only look out-for
' , .~ themselves.
2.79 .76 .60 - .46 40. If I walked axound school all day feeling
L ‘ bad about something, nobody would even

¢

- : notice.

, < -
B. 1ACCESSIBILITY AND RECEPTIVITY: Pexceptions of the availability and openness of

school members to conversation and assistance
. about concerns. '

MEAN

ITEN/ ITEM/

»
Correlation of item with domain.

VARIANCE VARIABLE* DOMAIN*®
2.56 . .70 © .64 .53 . 2. You can get good advice in this school .
‘ \\ when you need it.
2.80 166 .64 .53 _ >._15. People here make you feel that you're
T . Xt \\> wasting time when you ask for help.
" 1.96 .81 .49 .46 - 2 students seldom talk to the principal
. Lt N unless they're in trouble.

2.66 .56 .63 T .56 . 4l. Most people here will take enough txme

' L to listen.

N R
» ’ \
Correlation of item with variable. ' ~




R and treqtment in the school.- , i
, ITEM/ ITEM/,' . oo A
MEAN VARIANCE VARIABLE* DOMAIN** . ' ' ' T
2.69 .73 -~ . .60 T .46 4. Students here get the-marks they earn.
2.93 .68 : .53 .40 : 17. Only the smarter students ever get thé’
\ ' ) best teachers. >
- 2.47 -;%1\\ T .67 .58 30. Students in. this school are treated.
' ‘ _ , . fairly. :
2,00 .70 . .45 '31‘5 43. Certain groups of students in this

e ; R

C. INVOLVEMENT: Perceptions of the extent of school -members' interest and
' , participation in learning, social, and other school activities.

irsu/ " 1TEM/ . - : .
MEAN VARIANCE VARIABLE* DOMAIN** =~ ., ‘ .
2.29 .67 .56 .43 3. On most days I look forward to my
: ) » . classes. .
2.76 .88 “.59 -44 16. Most students hére would be upset 1f they -

came to school and found a lot of equxp-’
o . ment destroyed. .
2.07 .68 .61 .47 29. . Many students here would prefer to avozd

) ‘ school. ) '
2.29 .62 - .50 . .36 42. Few students who are able to stay after !

school/ezei/do.

D. EQUAL TREATMENT: Perceptions of the uniformity of school members' opportunities -

A

school are looked down on.

E. GROUPINGS: Perceptions of ‘the extent to which group membership is a posztive

or negative experience in the school.

¢

ITEM/ ITEM/

MEAN VARIANCE VARIABLE* DOMAIN**
2.47 .81 .52 .14 - 5. You feel left out if you're not éart o
‘ of a group in. thzs school.
2.69 - .81 .64 .40 ' 18. You need to be in‘a group to.be liked
o ‘ ' ) in this school.
3.01 .69 .52 .38 ", 3l1. There are too many fights between
. ; groups in this school.
1.90 .68 .59 .42 " 44. People here tend to label You by the
S ' . group you're in. o
) L

- ] . . : i ,,/r\n' -
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" SCHOOL CLIMATE DOMAIN TWO -- PERSONAL‘DEVELOPMENT
y
Personal development involves feelzngs and opinions about the directions and

conditions of learning in the school. Personal development anludes the followzng

&

variables and questionnaire items:

A. LEARNING ORIENTATION: Perceptions of the extent to which learnan and
acquiring academic, vocational, and 1nterpu:s°nal
'skills are emphasized in the school.

°

ITEM/ ITEN/
MEAN VARIANCE VARIABLE* DOMAIN**
i . 2 .
2.18 .81 .51 .39 PVERN -2 Learnzng is more 1mpo:tant than marks in
. . ' ‘this school:
2,74 .72 .70 .60 19. Students here learn many things that will
' . be useful to them after they leave this
. N school. »
.. 2.58 .50 ¢65 .63 32. When you come to thls school you learn
| ' o : a lot.
\ 2.51 I ) N .PS .45 45. This school teaches you how to deal Wlth
PR A T all kxnds of people.- '

p—

.\

. B. EXPRESSIVENESS:

Pe:cept;ons of the extent of otlginalzty, and open expression B -
of! deas and feelings among school membets. -

. ) A7 ' ' -
ITEM/ ITEM/
MEAN VARIANCE VARIABLE* DOMAIN**
2.58 - .60 .62 .46 7. Students are: elcouraged to discuss their
. E . - own ideas fteely in classes. )
2.77 _ .69 .55 .37 20. People in this school are afraid to
: , speak out.. - :
2.59 .62 .56 .44 , 33. Students can be themselves in this school. L

2.31 .66 - .60 .60 - 46. Learning is enjoyable in this school.

.é. GOAL DIRECTION: Perceptions. of the extent to which school members unde:staﬁd
‘ ' : and accept what they are expected to accomplish, and provides
a framework: fo: focusing their efforts. _ .

S - ITEM/ xrzm/ 2
MEAN VARIANCE VARIABLE* DOMAIN**
|~ . 2.52. .66 .56 .45 8. No one really knows the goals of this
' , , school.
2.65 - .50 .74 .66 . 21. This.school helps students to- set goals
' _ : " , * for themselves.
2.46 .56 .70 .65 34. Most students feel that this" school helps ,,,,,,,,
- " _ . ' them meet their own goals. .
L. 2.60 . .52 .44 .40  47. . Students often work agaxnst what this

) ~gchool "ig trying to do.
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.

D. CHALLENGE: Perceptxons of the level of difficulty of school members' goals
and tasks. and the pace of effort required. N

ITEM/ " ITEM/ ' , J

;, MEAN. VARIANCE VARIABLE* DOMAIN**
‘ 2.40 - .67 N -Y | .49 9. Students here do as little as thgy-have -

. . to. :

,2.85 .62 .46 .18 22. This school doesn't demand enough from

ﬂ . the students. '

2.81 .61 .57 .52 35. No one in this school thinks the work

o . . ' is very important.

©2.35 .60 .53 .35 48. Most students work hard in this school

only before tests are given.

SCHOOL CLIMATE DOMAIN THREE -~ ORGANIZATION

Organization involves feelings and opinions'about'the way the school operates.

s '.O:ganization involves the follqwing variables and questionnéirq items:+

A. *DEALING WITH PROBLEMS: Perceptzons of the. extent of identifying, analyzing,
‘ and resolving school problems when they arise.

ITEM/ ITEM/ ,
MEAN VARIANCE VARIABLE* DOMAIN** !
2.67 .66 .51 - .31 10. People here usually avoid adnu.tt:.ng ’

. : ' that problems exist, : -
-2.69 .65 - .52 . .33 . 23.: Students here talk openly about school
N . problems.
2.83 " .66 .59 .57 36. In this school, nothzng is ever done
' : about problems.

2.30 + - .62 .56 .52 49. The same old problems are never solved

in this school.

B. ORDER: Percept;ons of the extent to which school rules reflect establishea
legal procedures, and are accepted by schbol members to maintain
favorable learnlng conditions.

ITEM/ ITEM/ )

MEAN VARIANCE VARIABLE* DOMAIN** ° o , .
: 2.90 . .59 .51 . .31 11. Students know exactly what will happen
- o ' I “when they -break a rule.

T 2,42 .88 .53 +31 24. School rulés are broken so often they're

. ;_ . considered a joke. A

" 2.45 .75 .58 .59 37. The school rules are fair and reasonable. .

+2.63 .58 65 .45 50. Everyone understands the rules in this

’ school. '
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. OPTIONS: Perceptions of

the extent of choices available to school members

L regarding goals, courses, levels of challenge, ahd soc;al
‘ opportunxtxes, for example. .
" ITEM/ m-:M/ ’ |
 MEAN VARIANCE VARIA:LE* DOMAIN**
N . . ] .
2.62 .65 .37 .23 .12. The 'Same\students always end up
S C C together in the same clagses.

- 2.73 .62 .69 . .56 - 25. This school has something) to, offer to
s ' ' : - students with many dszerent interests.
3.03 .48 *.59 - .49 38. +“Students .cai choose to belong to many

o L e - clubs and activjties in this school.
3.05 .62 .30 .38 " 51, Students here have very few chances
o ’ ¢ to make new friends.
~
| D. INFLUENCE DISTRIBUTION: ~Perceptions of the extent to which school members - .

. ° . -
o

.

- contribute to detisions, regarding rules, procedures,

and optxons, for example.,

‘ - : . = \ # ) g \ . r 2 } ]
. ITEM/ ° ITEM/ . .| ' °
M .VARIANCE VARIABLE* DOMAIN** ‘ “
. == ‘.
*2.07 ".72. o .62 ., .48 @ 13, Students hlep make the rules“xn thxs
V . ‘ S : school.
‘ 1.94 £-..78 -. 48 -29 26. Students need perm;ss;on to do almost
c 5 RV anything in this school. .
2.64 .73, .60 .52 39. students have little say in plannxng
g T \ ‘ ~school activities.
- 2.62 .74 " .63 .56 52., Student government has no power in th;s
I ' "~ school. .
r
L
-~
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. Figure 1
o . : Overall School Cllmate Rat1ngs For The Six Survey Schools
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a

_— S . Figure 2
~ Two Path Diagrams Guiding the Analyses
+ * The Ethnic Discrepancy Model:. Is path b significant controiled for paths a, c, gndtd?

W

Ethnici
School Climate thnicity
' | Discrepanc ' >| Intéracéion b
) =
—— _ i pancy | _—7 ‘ .??;?
| Home Climate = ‘—--"“‘-—s—;———*————
v Background . - ‘ » -

.

€ET

The School and Home Climate Model: Are paths b and ¢ significant COntroiled"fot path a?

! ~

. Pamily
Background

Home
Climate

School Outcomes

Schobl- ‘
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- Student Background Characteristics

" Grade Level

sixth |
Seventh :
Eighth -
Ninth ..

Sex’

Male
Female

Do you live with your parents

Own mother and father_
Oown mother and stepfather
Mother only

Pather and stepmother
Father only -
Guardian

Brothers living at home

None

One -

T™wo

Three -

Four or more - .~ N

Sisters living at home

None

One

Two

Three

Four or more -

Other children living'at home

None
Qne
| THo
- Three
Féur or more

Table 1

. 2%

44.3%

55.2%

. 2%

46.6%
53.4%

67.7%

6.5‘
21.7%

1.0%

29.3%

39.2%
20.2%
6.9%

4.4%

36.0%
34.4%
20.7%
5.6%
3.3%

1 92.2%
400%

1.6%.

<5%
1.7%




© Tablé 1 (cohtinued)

Cousin
Grandfather
Grandmother

¥

Aunt
-Uncle

Friends
Other non-relative -

Parents' schooling -

Did not finish high school

Finished high school .

Business, trade, or
technical school

Some icollege

College degree

1. Graduate study

Graduate degree

Parents' work

Unskilled

Semi-skilled

Service work

skilled work =~ &
Salesperson

Owner/Manager
Professional-College degree
Executive : '

ProfessionaleAdvanced‘college

"ofﬁgi?pecble in home ecoﬁidiéﬁééﬁfﬁéiéTthan'bne)

2.6%

© 4.4%

.7.0%
3.3

- 3.7%

- 1.6%
2.4%

Fathzr Mother
23.8% 23.7%
40.3% 47.2%

8.1% - 3.5%
3.9% ' 4.6%
16.5% 13.7%
1.5% . 2.6%
5.9% : 4.7
5.5% - , C . *36.3%
26.1% '16.0%
10.8% 11.0%
25.6% . 3.0%
7.3% : 4 - 20.5%
12.2% : 3.6%
7.6% '8.6%
2.4% .2%
.2-‘5% ’ .8%

,;Money.in family compared to other families in sch9§1

) .
A

More
The same
Less

19.2%
. 72.4%
8.5%
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‘Sample Items, Univariate Statistics and Internal Consistency

" Table 2

xReliabi}ities for Home Climate Variables

e

- Standard

Mean  Deviation - Reliability
Cohesiveness:-'My home is a friendly place , ‘
to come back to everyday. - , 3.01 .60 .73
© Common{catioh:_ It's hard for me to talk .
“ to members of my family. (reversed) o 2.86 .66 .76
Involvement: Often the members of my
family go out together. . 2.93 .58 .67
thnicigx ‘"I feel proud to tell people ’ B
about my fam;ly 8 roots. Y 2.59 .54 .43
Equity: When something goes wrong in our’ - ' .
family, the same person usually gets blamed. . 2.63 .64 .67
SChool Learning: My family keeps after me
to study a lot. - ' “ 3.00 .54 .54
Out~of~School Learningz- My family wants
me to ask them questions when I don't
understand something. , v 2.90 .53 .47
Asgirations: ‘The people'in my house think
it's important for me to go to college. 3.13 .53 .52
Maturitx- My family allows me to make
deczsions about what clothes to wear. 2.86 .53 .01
Dealing With Problems: If something‘breaks
at my house, it is figed’or replaced . ,
quickly. (reversed) . : 2.82 .53. .48
Structure: My family has clear rules for )
everyone, : : o 2.84 .53 .45
Influence: The members of my fam&ly seem very :
'1nterested in my wishes and ideas. = .~ . 2.65 .52 " .57
: External Relatzons- My famzly keeps mostly {
.49 +30

to itself.: (reversed) . . 2n.47




Table 3

Sample Items, Univariate Statistics, and Internal Consistency

Reliabilities fof School Climate Variables

Standard

o » 1;7,145

Mean Deviation Reliability
Community: The students here have lots of _ )
school spirit. R : 9.89 2.16 .44 T
» “:‘

Access: Most people here will take enought o
time to listen. . . 10.13 2.08 .44

. Involvement: On most days I look. forward . v . '
£ my classes. » 8.57 2,01 .39

~ Equal Treatment: Students here get the marks _ - e,
they earn. -7 : . : ~ 10.69 2,01 .41 Ce]

_ Groupings: People here tend to label you v . : _

by the group you're in. (reversed) . - 9.84 2.08° .40

‘Learning Orientation: When you come to A S
this school, you learn a lot. ) 10.55 2.10 .53 -
Expressiveness: .People in this school are 5
afraid to speak out. (reversed) 10.11 2.07 .44
Goal Direction. This school helps students _ .
set goals for themselves. , .. 10.10 1.95 - .49
hallenge: “Mhis school doesn't demand
eough from the students. (reversed) ) 10.64 1.92 .33
Dealing With Problems: People here .usually
avoid admitting that problems exist.

: (reversed) _ 10.07 2.00 .39

" order:  The school rules are fair and
reasonable; . . 10.61 2.14 40

- Options: This school has something to offer
students with many different interests. ' 10.95 1.99 .36 ’
w'-flnfluence Distribution. Students have little

say in planning school activities.. . .
(reversed) o 8.60 =~ 2,15 ~ .38




T

Table 4

e

Student Qutcomes

wr

Grade point average (A=4, B=3, C=2, D=1, F=0)

Mean o =
Standard ngiation

Academic rating by‘teacher

Achieves poorly in school

Achieves fairly poorly
Achieves fairly well
Achieves well " -

3.9%
14.2%
53.0%
28.8%

School behavicr rating by teacher .

Behaves poorly in school
Behaves fairly poorly .
Behaves fairly well
Behaves well

Days absent from school

- Mean
Standard Deviation

Zero
One
Two
- Three
Four
Five
Six

.

1.0%

LT 9.9

40.7%
48.4%

12.10
13.85

"Number of school suspensions (during the past school year)

94.8%
3.3%
8%
2%
.2% |
.0%
.1%
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;0 Table 5

Home Climate Ratings by Racial/Ethnic Group

Q

L2 2

* SHPS & & e @
& & & s o S o
2 & S ¢ ¢F &F &S & F &S
| ? F & S OF FF §F S & & S
: 0& Q g’$ 0 4§ GZ* : & : [y Y & ha Q & & o Qg’ :
- GROUP N € & & & I @ & & & &
“Italjan © 159 |51 50 52 52 51 . 50 51 51 51 52 50 50 50
Irish . 172 |51 51 s1 .51 51 52 52 50 51 49 51 51 51
Portuguese 114 {50 50 49 52 50 48 ‘47 .49 .48 49 49 49 50
' American 125 |49 49 48 48 50 50 50 49 51 49 50 48 50
Black 101-}48 49 49 a9 51 47 48 49 48 49 49 49 49
R o . N - - -
.. Armenian 43 |51 50 49 52 49 52 53 52 50 50 49 50 52
w : _ A ' ' .
© British 75 |48 49 49 .. 49 - 48 49 48 49 ° 49 49 50 49 48
rench 54 | 52 52 52 47 51 52 .53 53 53 51 48 51 49 -
&gek 34 |55 54 52 57 53 . 50 52 53 48 " 56 ‘50 53 51
Iri&-'-xtauan- '32 |50 51 51 48 51 49 50 48 52 1 51 51 51 51
Jewisi 3|51 48 56 55 .49 55 60 60 59" 46 58 49 66
. - : ' . o
West Indian 2°]'56 - 48 56 55 52 . 52 52 52 53 ‘46 46 52 - 56
Significancg Levels * * * * * (.08) * * (.07)
* = * * : * T - :
k' * * * *
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Table 6

Jf“f‘iv.

¢

e

By School = *

5

N N B N

Itatian a2 M 2
r . .

N
5

10

.High Aspirations
&. Identity (55)

.Bigh Maturity
156)

59

e

Irish 37 Tow a3
Ethnicity (47)

> -

7 Low :
- - Ethnicity- (46) .
Low Influence (37)

~28

High Out-of-
Schopm,Learbtng
(53)

48

Portuguese 35 High 2

Bechnicity (56)

1 High
Ethnicity (53)

=

1 High
Ethncity (58)

73

Low
Maturity (47)

38 Low . 1

Hoﬁéan 35
: ' Ethnicity (46)

22

Jow Out-of- -
School Learnirg
(44) '

.Low Aspirations
& Identity (45)

14 Low Ethnicity (46)

2 Low a5

Black 1]
) Ethnicity (46)

12 *

Jow Out-of-
School Learning
(44)

.Low Aspirations
& Identity (45)

..Low Maturity (43)

742 nigh ~o : )
Ethnicity (53)

Amenian

Beitish 17 T 14 : 3

30

1

French 7 10 . 1

32

-High Out-of—‘

" School Learning

{53) .

".High Aspirations

& Identity .(54)

Greck 19 nigh

Ethnicity (57)

8 High 0
Bthnicity (55)

3

4 ligh
Ethnjcity (60

)

.High Aspirations
& ldentity (55)

".Migh Maturity (56)

1 nwigh BEthnicity (58)

1
2»

Ifiah-1talian 11 6 . i

13

T
’
)
'
T

H
'
'

[




table 7

1

v,

..Home Climate Ratings for- the Same Racial/Ethnic Group in Different Schools .-
Lo i : /

- - . : L& o
. .0 . \ . /
- R & P & & S /
: & 8 e W@ S S LS )
- F T F S o T S S S S ~
| ¥ & LS P S O F & S
& & @ &Sy L S S S ¥
X & & () " q‘3 % . oY . ) AF
1 & & F T s £ FE & &L
school, N & ¢ R A A AR AR A A R A - '
Italian . 142 511 50 52 52 81 51 51 . 51 . 51 53 | 50 51 .50 ¢
' 1 42 |51 49 s2 .51 851 . 52 52 52 . 51 52 149 49  so0
- T, . . i . o - cer ‘.l , ; -
2 « 41 |52 50 . 52, 53 53 50 . 51 52 . 53 52 |50 53 51
6 89 |51 52 51 52 51 50 51 "50 51 53 50 51 50 '
-Irish o 156 |51 51. ‘51 51%* 51 . 52 - %2 50\ 51 49 51 51 51
: 1 37 [49 49 50 | 47 50 52 . 54 50 52 50 . 49 50 49
5 2 a3 [s1 s1 s | s1 | s 53 - 51 S48 . 51° 50 53 .. 51 53 |
5 28 |51 53 53 | 51 51 51 53 53 52 /48 51 52 52 | - <
s 6 wa8 §52 51 52 | 53 |- s 51 53 50 51 49 51 52~ 52
" Portuguese . - 108 |50  so 49 | s2x] s0 48 | a7* 49 47 49 49 49 s T T
' 2 35 ] 51 50 48 56 50 47 | 44 50 48 48 4q 48 51
5 73.'}50,- 50 - 49 lsa | so0 48 Las 1 49 47 49 49. 50 49 |
. American 95 |49 | sox| 49 48 50 s0* | | 49%%# |- 48x= | 51 49 50) 49 50
. 1 35 [52 |53 [ s1 49 ° s2- | s3 55 53 52 50. 49| 51 520 v C :
: ' S ' ' i ;
2. 38 |48 48 | 49 46 49 - | a8 48 46 49 49 51 | 47 a8
) ’ \
5 22 {48 L4z 1 45 50 50 48 44 5 51 48 48 | 48 . 51
: -4 — |
|
. l “
\ [l i
\ | s
\ . . 15%
. \
\ ‘\
5 ‘\
15i \




‘Table 8

‘School Climate Ratings by Racial/Ethnic Group

\ ¢« 9
‘. & S 2 3 s
| ¢ S8 & & oL F Yo & &
| S § & g8 & £ F £F &8
" S L& S § & & & & I g S &

) & & ~ d9<§9~ L & P& & £ & & Lo
GROUP N Y ¥ 9 A C 9 9 & 9
Italian 159 53 50 49 49 51  50. 52 51 52 51 51 - 53 48
Irish 172 52 50 48 50 50 50 50 51 51 50 50 50 51
Portuguese 114 48 49 50 .49 49 . .48 49 49 49 49 49 49 _ 49
American . 125 49 51 49 = 51 50 50 49 50 50 49 50 51 51 .

~ Black 101 47 50 51 50 49 49 49 49 47 . 49 50 47 Bo. .|
* Armenian - 43 52 51 53 52 . '48 53 52 51 50 52 50 51 f51
' L British 75 49 47 51 a8 49 . 49 . 48 49 a8 49 49 50/ a9
& . : -
® Prench 54 48 49 51 51 50 51 51 49 a7 51 49 51 | 49
Greek 34 55 53 53 53 51 55 54 55 547 54 54 55 * 54
Irish-Italian 32 | sa . s3 52 - 50 52 51 50 49 51 49 52 - 51 50 -
Jewish 3 6 57 45 65 49 54 53. 48 56 46 753 47 = 49
. West Indian 2 a3 52 52 49 48 57 54 50 54 45 56 50 50
B * * * '




® . . Table 9.

~'signlficant liigh/low School Climate Ratings By Racial/Ethnic Group and By School

1 2 3 . 4 - 5 6
SCHooL ~ ' e . - . .
ftalian . /. Low on 13 . lligh Bxpress-
' - variables (15-33) iveness (65)
- . High Challenge
. , (63) -
: 3 s ) . _ltigh Order (64) :
Irish’ . Low Learning ., . Low Options (38) . Low Express-~ ' . High Influence
. _ Orientation (47) . . . iveness (47) : Distribution (53)
. Portuguese . High Learning . Low Options .(38) . . Low Order (42) . . Low Influence
- i Orienation (57) . T oL - o ) Distribution (45)
' American : . * . Low Community (42) . Low Express-
’ iveness (43)
. Low Challenge )
. . (47) '
Black ' . . Low Express- . . . Low Challenge
iveness . (42) i (47) ) .
Armenian
British - " . low Goal . liigh Espress- . lLow Influence
- Direction (48) iveness (54) No Distribution (43)
3 ° ':;?"; Challengg ignificant
. ) . Low Optione (38) ifferences
French . Low Learning . High Express- )
Orientation (4)1) iveness (57) . . ‘. : .
Greok . High Learning . liigh Goal, . iligh Express- . High Influence
Orientatjon (55) Direction (57) iveness (64) nistributjon (56)
e B . liigh Challenge C
(67) . .
: . . ligh Order (65) . ' ‘
Irish-Italian . High Learning . Low Goal . lligh on 10 - '
i Orientation (55) Direction (44) Variations (55-71) ‘ :
N ~ i
. Ve
156
150 \
Q \
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- : ‘ Table 10

i S . o o : ‘
School Climate Ratings for the Same Racial/Ethnic Group in Different Schools

f‘ ‘» . B . . o . &
L & . & &
- T e ‘.'V~~ -, &’ - - ~§“ @é
& S o B S B -4
& S &£ ST & & F& & & £
; : : & 79 ' .t S Q < ) o) QY
SCHOOL "N 7 ;
‘ - wax]  [hen * _ . ,
Italian 142 54 151 49 49 51 51 52 51. 52 - 52 50 54 49
1 42 58 51 50 48 50 51 53 52 49 - 51 50 53 50
2 41 52 54 56 52 | s1 52 53 53 53 54 52 55 . 48
6 59 52 48 | a8 51. 49 51 50 53 51 - 49 53 48
T e | -
. * X Py ™ A% e ) .** ik
.. Irish 156 53 50 | 48 50 50 50 50 51 50 50 sof |:51 51
N . - ’ : . f
kS 1 37 55 " | 49. | 49 48 49 47 48 51 50 - 50 so| |48 53
2 43 53 53 50 53 54 53 51 55 53 53 53| ['s5] |so0
5 . 28 50 49 | 46 51 - 49 49 51 |49 48 . 48 51 '147 a5
6 48 53. lLaz | 47 Laal] ao 49 50 lsod soi a9 ' 53 lsa] ¢
_ . ' o : : . hkk )
‘Portuguese 108 . 47 49 -49 49 50 48 " 49 49 50 - 48 49 49 49
35 49 49 50° 50 50 48 48 50 50 50 51 54 48
5 73 47 48 49 49 50 48 49 48 49 48 48 49 -
; — c = . a—
L X X ] * X [T X ] . L2 X ]
American 95 50 50 48 51 51 51 49 50 51 50 51 53 50°
1 35 55 51 49 41 50 54 53 51 52 - 52 50 53 52
2 38 48 51 a7 50 52 50 a8 50 50: 51 51 | 53 50
- 5 . 22 46 49 50 50 49 46 46 | 49 50 . 47 51 48 48
e g ; 5.198. y
157 ' ; } g NI I I
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- ERIC

SRR A v e Provided by R

significant (mean) Student School Outcome Differences By Race/Ethnicity, Socloeconomic Class, and Gender

lQ Largest Groups

~Italian

Irish
Portaguese

Amex jcan

black

.Armenian
British

French
Greck

Irish-Italian

*Sotiocconomic

67055
60 (lowesf)
01

02

03

04 (highest)

" qoraL

Gender

Male

Femalo
TOTAL

PR

o

baya
Absent
N
153 8.7
162 1]
109 . 12.3
121 11.0
95 21.0
42 7.6
73 12.8
54 11.2
32 7.0
‘3 8.7
! Not
Significantly
Different
Not -

Significantly

Different

ma

E

"Table 11

I

Teacher

Days standardized Grade Point Teacher’
Suspended Reading Achievement Average Academic Rating Social Rating
(.61 = Highest ach.) (2.7 = B-, (1 = highest rating) (1 = highest rating)
. . 2.2=0) : : '
) N ‘ "N ‘ -
. | ]
74 .38 " 153 « 2.6 2.0 . 2.0
o 87 .41 160 2.5 2.1 2.0
13 -.22 109 2.3 2.3 2.2
Not 81 .11 ‘ 120 2:4 . 2.1 1.9
51 -3 7] - 2.2 2.2 1.9
Significantly 29 . .38 43 2.7 1.9 1.9 . .
31 .27 ) | 2.3 2.3 2.3
'Different _ 18 .61 54 2.6 - 2.0 1.9
25 . .32 32 2.7 1.7 1.6
16 I )| 3 2.4 2.1 2.1
Not 113 -.07 215 2.3 2.2 2.1
140 .14 274 2.4 2.1 2.0
Sianificantly .28 asa 2.5 2.1 2.0
Different 52 .48 131 2.5 2.1 2.0
l 57 .29 102 2.7 1.9 1.8
.20 2.5 2.1 2.0 i
< .

Hot Not 572 2.4 2.2 2.1

Significantly Siqnificantly . 651 2.5 2.1 » 1.9 8

2.4 2.1 2.0
bifferent Different

160




Significant High/Low
1

- ble, 12
5 Table, 12

:
\

School Outcomes By Race/Ethnicity, Socfoeconomlc Claés, and Gendei; Separately for Six Schools

2 3 A 4 : 5 6 \

N
ETINICITY

pays Absent 17 British High

{(12.1)

19 Greek Low (4.3)

N N ‘N N N T \
i\\
35 Awerican High _ 11 British High (18.0)

(11.5) . \ . 58 1talian Low (9.5)
6 Greek low (3.2)

Susponsions )
' Reading 10 French ligh o \ . Y
Achievement (0.56) ) : ’ Z |
? 29 Portuguese . )
Low }(-0.16) .
‘Grade Point 58 Italian High (2.6)
Average 44 I1rish low (2.1)
Academic ’ 28 Irish ligh (1.9) 58 Italian High (2.0)
Rating A 21 American Low (2.3) 44 Irish Low (2.5) s
Social
Rating - ?
cLass ’ :
H . . o
& bays Absent < » :
O  sugpeniopns . . - \ .
\; [ A — —————
Reading 6 Upper Class _‘__’___,______#__—w—f———-—-—xv——" ’
: Achievement e NMigh OSY—— . \
T 55 Lower Class )
) Low (~0.13) ' - » .
Grade Point : : ‘ ' ° 22 upper Class High (2.8)
Average ' ) : 124 Middle Class Low (2.2)
Academic 11 Upper-Middle . ) |
Rating ** High (1.82) " ) ‘
, 54 lLower Class )
Low (2.52) -
social 29 upper-Middie 11 Upper-Middle ' .
Rating High (1.5) fligh (1.45)
54 lower Class : }
— s lLow (1.88) . : ,
- 1
N ¢
]
ERIC 162
B . .
5 | O 4 .-
— 161 -




- Table 12 (continued) P L
t ! K ‘
. 1 2 3 4 s 6
N N N N N ,_./‘ N
GENDER . : : ‘ . S . . {
- bays Abgsent : : - .‘ ‘ : : :
suspensions: : , 101 Males High ~ 94 Females High D o 100 Males High '(,09)
e S ; (0.18) (0.15) - i : 110 Females Low (.00)
! T _ ) - 128 Females Low 60 Males Low 3 v : 3
‘ i} L (0.06) ‘- (0.03) P 1 ; 5 :
‘L Reading . : © 122 Pemales High ) A . i ‘i : " :
Achievement - : . (0.32) ‘ : : i : : "
g ' . : - 99 Males Low . i : o ] : '
; :7 . ‘ (0.06) : .
Grade Point ~ e 60 Males High ‘ . 110 Females High (2.4)
Average : : (2.5) . _ . ‘ 100 Males Low (2.2)
93 Females Low - ) - ) :
‘ (2.1) ’
Academic - 115 Females lligh 125 Females 1ligh It oo } . ’ . '
Rat ing (1.9) ' (2.0) . ' . } . . . . s
: © 124 Males Low 98 Males Low = -
- _ (2.1) (2.4) _ ‘ V
~ soctal ' 155 Females High = 125 Females liigh 60 Males High ., 145 Femaler Wigh - .
‘ Rating" (1.8) , (1.6) (1.9) , : (2.0 ' ‘ )
_ 124 Males Low 98 Males Low 91' Females Low . . 149 Moles © w .
; (2.1) (2.1) . (2.1) : Lo (2.2) . K
¥ ; ; . 5 ' s 2 1
x‘ . @ * N ; ) ;‘: .
: " t N . - .
- . ‘

\
\ : ' '
4
o ! B s R
. - . .
' l - > ln .
" i 4Dy v
s . . .
B '] 2 \l
\ . ¢ ' ' V-
o - . . . } -
- K . “
i : o S - YJ , C : f . e
o N . Ly % L. . - o .
CERICN TS DS . u ;-
. o . o RN . . .
: : - . L L v 1 : . o
. \ . . . B : - ) H - : ci
RO - . e e . K < o . B
: s o B ‘. 53 . e $ o0
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Table 13

¢ Significant School Odtcome Differences for the Séme Racial/Ethnic Group in Different Schools '

X & ‘vefb e,o"’ & & ¢o‘?’ 0&?’ oo‘?’ \ j
. ol & o & e o T PR 4
! §9 ' - . . & ) £ & o) e . D" ¢O
o o & D7 @ <° gl &
) ﬁ ﬁ > % & T @ (PPN D O o©
. . 00 00 (9’(’ T ¥ 0‘9 ?,4 &Q v R &’Q 9 R
School N
. . * * . ' . *kk ,
Italian = ' 136 8.0 0.04 .41 2.5 2.0 1.9
1 a1 (7.7l]o0 ] . .38 2.6 1.9 1.8
' l‘ 37. 6.0 }] 0.2 - .47 2.4 . 2.0 1.6 ‘7
\ ! ) . : .
6 - 58 9.5 0.0 z - 2.6 2.0 ) 2.2
- B ‘~\ o L ) k& k& ) ' Ckkk
"% Irish . 14507 10.8 - 0.09 ¢ .46 2.4 2.1 | 2.
. - 1 " 35 9.9 .0.0. .44 2.7 2.1 : 2.1
2 38 9.4  o0.08 .47~ 2.2 2.0 1.7
. . 5 28 13,0 0.14 — 1291 1.9 2.1 .
6 44 11.4  o0.14 — 2.1 | 2.5 2.4
' ) K , . C. ok k ' :
Portuguese , 103 11.4  0.15 - | 2.3 2.3 ‘ 2.1 .
] 32 9.5  0.06 . , -- 2.0 2.4 24
- , . 5 . 71 12.3  0.18/ - 2.5 | 2.2 2.2
. - o = _ R *hk
' American ' o 99 10.0 0.11\ 512 2.3 ' 2.2 . 1.9
. 1 35 6.7 0.0 .27 , 2.6 2.0 1.9
2 3 111.5) o0.11 -.02 1.9} 2.1 1.8 »
5 - 21 J13.2]  0.29 - | 2.2 2.5 2.2
e \; v /
].b:) k ) ° /[’
P / !
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 Table 14

'Multiplé Correlations of School-Home Discrépancies'
from Family Bacgground and Ethnicity

, : A | A+
Discrepancy » Family Primary
Background ' Roots

[y
~

Community | B VTR N 21
Access | ‘ - o L 15% | : .17
‘,Igéolvement | . _;.,12 o L18%*

. Equity ; .09 ,Oé

Learning Orientation .11 .12

| Déaling With Problems = ..13 . .1

Structure:« . SR .14 , ' .15

Influencé . _ ' ' .16

NOTE: One and two asterisks indicate multiple correlations respectively
__significant at the .05 and .01 levels




. Table

15

éorgelations of Ethnicity With School-Home Discrepancies

\

\\'

E}

&
_‘;C\ . \ew “
& 5 o <

& P o o

o R4
© ¥ S %

Primary Roots

Armenian " ..02 .01 .05 .05
Black -.04 .02 .02 -.02
American : .02 .06 .03 .02
Italian | .05 .00 =-.07 -.04
Portuguese ‘-, 06 ~.02 .02 .00
Frgnch -.05 -,03 -.02 .00
British "~ .00 -.04 _ .04 .01
Greek - .00 =-.01 .00 .00
Irish-Italian .05 .01 .01 .00

(e}
- i? ’ ég
& o
éb O
Ay Q“’
\
.01 ~ .03 .01
.02 -.01 .01
.01 .02 .01
.00 =~.03 .03
.00 =-.01 =-.01
.02 .01 .01
.01 -.01 -.02
.07 -.01 .04
.02 -.02 .02

.02
.05

.07

.00
.01

.01

NOTE: Correlations of .05 and .07 are respectively significant at the

.05 and .01 levels.

150
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Table 16

Multiple Correlations of Student Outcomes:
With Sets of Independent Variables

: 7.8
&
Ci
‘A, FPamily Structure .12
B. Discrepancy + A T, 19%% -
C. Primary Roots + B USEL .31** J21%% - 3Q%* . 25%* $23%*

D. Interactions + C 57%%  39%% 32 L40%*  .38%* 35w




Table 17

Correlations of School-Home Discrepancies
With School- Outcomes

Attendance _.06% =-.07* .00  -.06%* .03 =-,05 =.01 -.02

Suspensions .0 .01 .00 -.03 =-.01 .03 .-.06% .00

- Grade Point : N S v
Average .04 .05 =-.01 ,09%* .04 .07* .06*% -, 06%

Academic Rating ~ .01 . .07* -.01 .07* .04 .05  :.05 =.05 .
Social Rating .02 .06% .02 - .06%*  .11** .04  .08%* -.01

Achievement

Provided by ERIC.




Table 18 \

-

" Correlations of School-Home Discrepancies
With School Outcomes
For 42 Armenian Students

Attendance
Suspension

Grade Point
. Average

Academic Rating
Social Rating

L3 .
* Achievement

. - Y
S & S
a4 & é? >y
& & 3 % £
§§. & N S ¢ £
¢ ¥ < ¢ v <
-.03  -.10 .17  -.31% . .04 .03
-.08 -.03 .03 -.43*%** -.,11 -.01
.32%* -,19  -.20  =-.09 .10 -.21
L37%* -,06 - -,17  -.10 .01 -.15
.28% -.04 ~-.12 - -.04° .04 -.16
.60%* -,17 -.31% -.38% .30 .00

153

171

Al* - -,

< ;
< ¢
< &
() L2
Yod &
& <
N . [‘
13 -.03
.14 .05
.18 -.15
.17 -.13
.09  -.12
31
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Table 19

Correlationsuof‘School-Home Discrepancies
With School Outcomes
For 93 Black -Students

ws

‘ N ) ./

. .4 ) & . & X 2
§§ & 3,4 g £ e & S

4 @ o
ox ?9 ,yQA 4’07 v qf’ co"‘ _,YQ
Attendance -21 -.04 -.06 --.01 .10 =05 =-.01  =.08%
Suspension -.0L 7 =.01 .03 .10 -.02 .18* -.10 = =.19%
Grade Point C ‘ »

Average .25%* -.04 . .02 .01 -.15 .01 - -.01 - .02
Academic Rating .26%* -.11 .03 .01 -.10- .02 =-.03° .11
Social Rating .17* -.16 ~.03 ~ -.02 =-.06 =-.01  -.01 .11
-Achievement L B ¥ .04 .11 .01 .21% .24 .17

P
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Table 20

Correlations of School-Home Discrepancies
With School Outcomes '
For 119 American Students

. . ,

,QAttendance -.10 12 .- .20* 0 -.07 .0, -.26* -.01 ~.02
Suspension -.02 .08 .05 -.05 ~-.00 ~-.00 -.12 .01

Grade Point

Average’ 0 .14 -.00 .27%* .07 .16* ~-.05 05
‘Academic Rating .07  .16% '-.12 L21%  L120 .14 . -.12 - .0l
Social Rating .01 .04 =-.21*  .19* .11 -.06 =-.06  =-.12

Achievement - .11 .04 -.11 .26* -.10 -.13 -.04 ~.11




Table 21

Correlations of School-Home Discrepancies
With School Outcomes
For 106 Portugese Students

3 F\ - & 2 <
> 2 & 5 fa «9“, &
F S & F 5 o5&
o ) > e - O
S & & I £ &
A
| .
. A :\ . R
Attendance =11 -.25%% .12 -.03 .10 - -.02 -.09 - -.14
Suspension o1 -.03 -.10 =-.09 =-.15 =-.00 -=.01 .=-.0l
Grade Point : : . p
Average " .07  .28** .06 - .11 = =-.09 .03 .10 .07 '
Academic Rating =~ .08 .25%+ .10 .13 ii -,06 .0l .17* 01
Social Rating .01 .07 .11 .01 = .07 .08 . .06 -.00
Achievement .34%  ,49** .16 .24 -.33* -,01 .42%*  ,03.
' 4 @ . »
4
§ ‘; - -~
-l _7 «1

156




y Table 22
Correlationg of Schoof-Hoﬁe Discrepancies ‘
With School Outcomes
For 54 French Students
<
IS : 2 2
.- -J,"A' : & -$°’ qfq Ko &
. . Q - (4 . L) <
o &) S & ~ () &
C’O v.C' "Q 4)°, 4y Q" I A
Attendance -.16 -.16 -.11 -.17 .04 -.15 .11  -.25%
Suspension .04 .20 .18 .09 .16 .21 -.04 - .08
Grade Point . . ,

Average -.07 . -.21 -.07 -.17 .06 .02 - .67 ~.18 :
Academit Rating  -.15  -=.27% =-.24* -.24%* -.20 -.08 -.10 -.l4 :
Social Rating -.14 - -.21 -.23* =-.16 =-.08 ~-.l4 Ol - =.17" s

* Achievement S -.20 -.30 .02 -.14 .02 -.17 -.01. -".01
s |
+ LA ‘ s
N




. Table 23

Correlationé of School-Home Discrepancies

With School Outcomes
For 70 British Students

3 & ) @ ¢
& 9 & 4 & 5 &
‘ & 2 A S & ~ ]
¢ . $ . chI0 A& o"y Q'b 6° "“VO 0«’
1 » P} ’
. ‘ . |
!
Attendance 13 -.23* -.08  -.16 15 -.08 .33%%  -.06
Suspension -.18  -.07 .13 =-.07 .02 -.04 =.10 11
Grade Point s ~ : »
Average -.08 .24* -.08 -.03 -.OGT .13 -.07 ~.16
| . - . } : - ‘ 1 L B L
'\ Academic Rating, -.11 .24% -.09 .03 .02 -.05 w00 . =v21¥
‘Social Rating -.03 . .25% .06 .15 212 .01 - .12 .08
{ ' : ,
Achievement * 12 .06 ~.06 .02 - -.02 -.04 .01 .23
\ 7
. N
| | :
. ) ]
| | |
| ,
/
| . .
[
i P
1 6
v d
\ f i .
.- 1s8 B ’
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Table 24 )

Correlations.of School-Home DlscrepanCLes
' With School Outcomes
For 157 Irish Students

|
- %
S &
-., o A@f N
DS o ° >
o ¢ S
Lo v < g
‘Attendance - .02 -.08 .03 --.08 -.02 .02 -.09 -.04
Suspension -.09 -.11 -.08 -.04 .01 =-.01 =-.11 -.09
Grade Point i N :

Average -.12% -.01 -.09 .07 .01 .07 .09  -.07
Academic Rating  ~-.14* .12 -.03 .09 .02 ,04 .07 -.06.
Social Rating  =-.09 .11 .09 .00 .14*% .02 .11 .-.03
Achievement -.07 -.03 " -.14 -.06 .09 " .18* .13 -.04
- " )

- | 17
s 159 'f7
4 i




Attendance =
. Suspension

Gradé Point
‘Academic Rating
Social Rating

Achievement

~ _Table 25

With School Outcomes

For 32 Greek Students

Correlations of School-ﬂome Discrepancies.

<
Y €§?
S o & S
& & & >
o (<38 ) O?
& ) NS &
.05 .08 -.21 -.08
-.23 J11 .34 .04
.03

.18 -.07 -.09

~-.08 -.11 © .00 @ -.12

.03 .0l .11 -.11

-.03 -.24 -.20 -.14

" 160

P
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Attendance

&

. Suspension

Grade Point
Average

. Academic Rating
Social Rating

S
.Achievement

-.08

.18

.23

.23

.14

-.09

Table 26

)

d?
¢ &
o /\f
-.05 .26_
119 . -.13
.29% .20
.27 .02
.17 -.18
.06 -.06

175

161

.32%

.19

.17

.10

!

Correlations of $chodl-Home Discrepancies
With School Outcomes f
For 31 Irish-Italian Students

i

.40%*

.43%*

_.40*

.13

.05

.32%

L31*

A

.09

.03

-.03




Attendance
Suspension .12 .11. =.00 ~,05
: ' |

Grade Point i : . .
Average .07 .01 =-.05 +10

_ ‘ AN ' . ;

Academic Rating .03 .01 =-.05 .07

Social Rating .13 .12 .0 .12

Achievement 2.22% -.13 -.26* .06

.//// Table 27
n Correlations of School-Home|Discrepancies
/ With School Outcomes

For 152 Italian Students

<
5

.00 -.100 -.08 | -.03

i

(/]

'Oo"
o o
o 2
-.01 .01
-.03 .03
.09 ~-.04
.09  -.08
L19%* .05

- .0l -.18




o N Table 28

o

Mhltiple Correlations of Outcomes With
Control Variables Home and School Climate

N
. a

L
w c? é? 6$ o
& & A F.&
S (/ Ry
U~ ) i >
g & F £ L
) .4 ¥ 4 G v
Background
Variables $33%% L26%* 23%% .13 J22%*
Background and
Home Climate 43%* L29%% L 20%% .19 L32%%
Background. . _
Home and School 51%* $32%% 3p%* .21 . .36%*
Background
Variables $33%x L26%% 23 %% .13 W22%%
Background and ‘
School Climate «45%** . 30%* 32%%* .17 T 31>
Background, . ' ’ :
School, and Home 51** L32%%  _35%% .21 .36%%
- ? ¢
o '1""
y 163 191

J18%*

J26%%

.34**

.18%%*

L33k

$34%*




Table 29

Correlations of school Climate an?® School Outcomes:
uUncontrolled, Controlled for Background, and Controlled for Background, and Home Climate

| o
i

Grade Point

K Achievement _A_Egn_c.:_g glgg'ensic)rlg __Average Academic Rating Social Rating
o T Tmu r ) aau | ¢ s i | ° s | " | s s, 1" s ‘m,H
Commumity - A5er L1200 oa1ee | o126 —a2ee - 218w [ -o14ee - 1380 —130a |00 -01 0 -.01 | L1504 L1300 108k ] 190k 18ee (1400
Access .05 .03 .02 | -.06*+ -.07* -.,05 -.06% -.05 -.03 04 .01 .03 | .17e .16se L12ew | 208 agee . 1aee
Involvement : -.05 -.05 -.04 -.07% -.08%% -.06% ' | -.10%% —.10%% —.100*| .03 .c3 .02 | .120% 110 .10+ | .18%¢ _18%s _14%s
‘Equal Treatment © _12#* .10%+ .08s*} -.07* -.05 -,03 | -.06* -.05 -.03 00 .01 -.01 | .16es 1aes L11ee | .20es 10es Lg6ee
" Groupings -.06% -.06% -.05 -.04 -.04 -.04 o@s* .07 .o7% |-.03 -.03 -.02 .|.00 .o1 .o .03 .04 -.02
. tcatning . .12%% .09%% .07% | -.08% -.06% -.04 | -.10%% -.09%% -.06¢ | .03 .03 .00 | .18es azee Lazes | L23es g2ee 170
Expressivoness ‘ .200s .15%+ _16** | -.05 -.05 .03 -.06% -.06% ~.03 0a™ 05 .08 | .16e .14s 108 |.174% .15es 100
Goal Direction 13 ,11%%  _11%% | -.10%% -.09%* -.08** | -.06 -.04 ,-.02 05 .05 . .04 Jd2ee 120 078 1808 1708 1288
s Challenge 102 .10%¢ .10%* | -.06s -.07¢ -.07+ | -.06¢ -.06+ -.06% |-.02 -.01 -.02 | .loss 0000 .07% | .140s L1aes 108
£ Problems ~ .07%  .06%  .06% | -:09%s -.10%% -.09%¢+ | -.01 -.02 -.00 |-.06% .OG .05, | .11 .11%%  .0Bes |.14%+ 144+ .10%s
order 120 128+ 084 | -.07% -.07% -.06% | -.114% 114+ —_10%¢ | 00 .01 -.00 | .16%% .15%* .11%s §.1000 L1mes 14ws
oOptions ©.08%* .06+ .03 -.05 -.08 -.02 | -.09%% -.09%* -.05 00 .00 .00 |.06¢+ .04 .01 .10%+ .09%+ .04
Influence -.08%% -.08%* -,07* | -.02 -.04 ~-.03 -.07% -0 -.07* | .00 .ot .00 }.03 .04 .04 .09%+ _00%% Q7%
1 N
. ~ 6

Rl ,_ | - | — h -




Cohes;veness
Commhnica;ion'
Involvumént

Bthniéity

Equ;ty

school Learning °

- Qut of échool Learning
Aspirattoné

Maturity

got1

Problems
Structure

Influence

Exiernal Relations

ERIC-

R 11701 Provided by ERiC

Correlations of Home Climate and School Outcomes

Table 30

g

Uhcontrolled, Controlled for Background, and Controlled~“for Background and School Climate

Achievement
r rB rB .S
.02 _.03 -.08ss
.06+ .01 -.03
.06+ .03 -.01
03 -.02 -.05
-.00 =-.02 -.04
.16%% L FOM— 05—
2008 .14%%  .08es
L2548 1984 _14%s
1880 1788 14%s
,06% .03 -.02
.01 .02 -.00
.04 .01 -.03
.03 .00 -.05

 -.07*

Absence
s m,s
-.06* -.04
-.05 -.01
-.07* -.05
-.03 -.01
-.02 .01
-.07* -.07%
~.07* -.06%
-.0d -.03
-.01 .00
.05 -.03
-.02 .00
-.02 .01
.04 -.03

Suspensions

r !'B !'B's
-.10%* -.07* -.04
-.09%* ~.04 ~-.01

| -.11%% Z 06 -.04
-.0u%% -,04 -.01
-.00 -.03 .01
-.118% - 07% -.07*
-.13%% -, 06% -.06%
-.14%% - 04 ~-.03
-.06* -.01 -.00
-.04 <05 -.03,
-.02 -.02 -.00
-.03 .02 .01
-.06* .04 -.03

r

.04

.04 .

.06*

.06%

.01

.04

.06*

.04

.04

.06*

.00

.03

Grade Point

Academic Rating

Average
!'u rn's r I'B rn's
.05 .04 L1388 10%* 060
.08 .03 | .10%%  _10%* .04
060 .05 | .10 .09es .04,
.06+ .04 | .12¢+ .09¢+ .04 A
01 .00 |..100 .100 .04
.03 .03 | .14%+ _11% _08##
.04 03 | L1748 248 JO**
L07% . .06% | .23a% _21%s 184
-.05 =-.05 | .07* .08%* 074
-.03 -.04 | .09%+ .17* .04
.05 .04 | .09aw .08%% .05
.01 .00 | .120% .10%+ .06
.03 .02 .| .11%e .15

.108%

Social Rating

r !'B . !'B ; S
L16%% _15%% ,Of#
L11%% 1244 05
L1288 11%% 04
L11%*  _11%% 05
14%%  (13#s 06t
.09%* _06* .03
L15%%  11%%  _06*
L14%% 12w _0B##
.03 .04 .02
.10%%  ,09%% .04
.06* .07* .02
L1288 124 . 06%
L11%%  10%% .04
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